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Another
point of active discovery.
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is divided into five sections.

view is that art and science come together at the
This prtesentation is made with two

(1) Many art educators distrust science
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trained in research methods axe relatively few and theilr cowmbined
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It is
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descriptive material will come from teachovrs and supervisors vorking
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PREFACE

‘This report is one outcome of the Preconference Educational Research
Training Institutes that were offered by the National Art Education
Association with the suppo:! and encouragement of the U.S, Office of
Educatioa.

As a beginning it may be helpful to establish a sense of how the
Institutzs were organized, with a brief resume”of the development of
events that took place, Those who are interested in more detailed
information will find it in the appendices as indicated. The introduc-
tion in this report provides a background of information for the content
that is presented thereafter.

In the fall of 1369 an announcemeut of the institutes and a call for par-
ticipants was issued to all NAEA members through the NZ.EA News-
letter, ART EDUCATION, and the NEA Reporter. For those outside
the membership, direct mail announcements were sent to college and
university art departments and state departments of education, Since
the number of applications did not exceed the number that could be
accommodated, no selection was necessary, and all who applied be-
came participants., Each Institute had 25-30 participants composed of
elementary classroom teachers, art teachers, consultants, and super-
visors from the public schodls and art education at ¢!l levels of Higher
Education. Although the training activiiy was designed to bznefit art
educators who had limited or no background in research, a small
portion of the participants had advanced degrees and used the program
to supplement their skills in research in an area they felt an important
need.

The Institutes were held during the three days immediately priox to
the regular Regional Conventions of the National Art Education
Association in 1970, Appi-oximately eight hours of each day were
scheduled for instruction and working on problems *, Large group
sessions were decignated primarily for instruction, but open question
and answer periods and r:ports from the small groups also took place
during this time. The participants were randomly placed into four or
five small groups for woik sessious. The work sessions started with
assigned pr'oblems and later became a time when participants worked
on problems of their own choosing, Light assignments for "homework"
were also given as preparation for the activities of the following day.

P

Appendix B
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The training activity concentrated on providing the participants with

a workable concept of descriptive research and the fundamental
techniques of observation methodology that could be used in their
respective situations. As a result of this training, the participants
acquired skill in (1) problem definition and descriptive research, (2)
selecting research design for descriptive studies, and (3) the method-
ology for implementing descriptive study using observation techniques.

The importance of these Institutes and their influence in the field of
art education is difficult to assess., The cvalvator for the Institutes
had a dual responsibility, He provided formative evaluation by main-
taining ongoing commurication with the participants as to how they
were responding to the instruction and then feeding this information
back to tie instructicnal staff each day, He administered pre and
post test” on the content of the Instiiutes and a final subjective Insti-
tute evaluation that provided the basis for suramative evaluation™”,
However, the true measure of the success of the Institutes will come
irom the increased knowledge contributed to the field from projects
and infiuential programs initiated or enhanced by participation in the
Institutes. Basic practical and theoretical knowledge used or trans-
mitted as a result of participation can provide a valuable and confirm-
ing input into the field,

The main part of this report is in essence a transcription of the
presentations that were given by ths primary instructional staff at the
Institutes, Some of the material that was accompanied by slides and
the short presentations that were mainly for instructing and partici-
pants have been omitted, Unfortvnately, the '"give and take' of shared
dialogue and professional interaction, the laughs and the arguments
that occurred especially in the sraall groups which brought a sense of
camaraderie to the Institut- s, lose all flavor in transcription. What
appears .acre is a consolidation of material that was presented in
shorter segments and has been rearranged into related sections for
more comprehensive reading.

No attempt has been made to edit out the individual styles of the con-~
tributors in order to make the text more uniform, Since the manu-
scripts were prepared mainly from tape rccordings of the presentaticns,
a conversational quality is often apparent, This quality, combined with
the color and texture of the'individual styles, provides a fresh approach
to subject matter that is usually couched in esoteric language,

- Appendicies D and E
“* Appendix C

(o
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While this publication may be considered complecte in itself, it may
also serve as an introduction to ciie of the methods for research in art
education, For the beginner we hope this may open the door to new
understandings and activity, and for those trained in research it may
serve as a companion and desk reference in their professional under-
takings.

The planning and presentation of the Institutes and the preparation of
this publication have required the time and service of the many people
listed below, &and thesc contributions are most appreciated, A special
acknowledgemert should be made to Dr, Dale B, Harris and Dr, William
Rabinowitz who s0 ably related their arcas of expertise to the problems
of art education. In r.dition they graciously contribmuted many hours te
the consolidation and ‘:diting of the transcriptions of their presentations
in order to make thi~ ..blication possible. Dr. Kenneth Beittel made
presentations at two o1 tic Institutes with slides on his curient work on
drawing usiug case study technique, His section was especially
written for this publication,

INSTITUTE PLANNING COMMITTEE

Dr, Harlan Hoffa, Chairman, Department of Art Education, Indiana
University,
Dr, Gordon L, Kensler, Project Directnr, Associate Professor of Art
Education and Research Associate far the
Institute for Community Art Studies, Univer-
sity of Oregon,
Dr, Stanley Madeja, Director, Aesthetic Education Projsct, Central
Midwestern Regional Edicational Laboratory, Inc,
Dr, Edward M.uttil, Head, Department of Art Education, Pennsylvania
State University,

NAEA STAFF

Dr, Charles M, Dorn, Executive Secretary, National Art Education
Association,
Dy, John Mahlmann, NAEA Project Coordinator, Assistant Executive
Sccretary, National Art Education Association,

INSTITUTE STAFY

Dr, Gordon L, Kensler, Project Director, Associate Proizssor of Art
Education and Research Associate for the
Institute for Comriunity Art Studies, Univer-
, sity of Oregon,
Dr, Dale Harris, Primary Instructor and Resecarch Specialist, Professor,
Department of Psychology, Pennsylvania State Univer-
sity,
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Dr, William Rabinowitz, Evaluator and Instructor, Head, Department
of Educational Psychology, Pennsylvania
State University,
Dr. Kenneth R, Beittel, instructor, Professor of Art Education,
Pennsylvania State University,
Dr. Marylou Kuhn, Instiructor, Professor of Art Education, Florida
State University,
Dr, David Templeton, Instructur, Associate Professor, Department
of Art, Wesiern Washingtcen State College,
Dz, Brent Wilson, Instructor, Associate Professor of Art and
Education, University of lowa,
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INTRGDUCTION

The National Art Education Association has a growing reputation for
providing a means of implementing change and innovation in the field,
In 1967 the national office invited a represeniative from each of the
four NAEA regionals along with several other well known art educators
to attend a planning meeting for the purpose of organizing some train-
ing institutes for the membership, in 1968 the NAEA in cooperation
with the Bureau of Research in the U, S, Office of Education, offered
the first Research Training Institutes in the history of the Association,
The se institutes were offered immediately prior to the regional cor.-
ventions and focused on the dzvelopment of behavioral ebjectives in art
for use in research and curriculum construction. Their enthusiastic
acceptance by the participants prompted the planning committee to
provide for a continuance of this training with another institute prior to
the national conference in 1969,

Late in the spring of 1969, the planning group met to assess the results
of the two previous training institutes on behavioral objectives and t»
ascertain desirable directions for future programs, Two decisions
were made in the early part of the two-day meeting. The committee
was highly supportive of the work that had been done on behavioral
objectives, and the reports and evaluations from these institutes offer-
ed credence to the notion that training institutes were indeed a useful
technique far providing a direct input of ideas for effective change, The
decision to continue offering training institutes was unanimous, The
second decision required some deliberation, but because of the unlixe-
likood that more than one kind of institute would be funded, the com-~
mittee decided that the next one should focus on another topic in order
to reach a different population within the membership,

The decision to use the topic of descriptive research for the recent
training institutes camec after careful consideration of the needs of the
field of art education and the establishment of some priorities, The
outcome was iwo proposals for different kinds of training institutes that
waould serve different kinds of inembers, Unfortunately, only the one
on descriptive research received funding from the U, S, Office of
Education,

The purpose of :hese Institutes is easily inferred from the title, and
one would expect thai sorme kind of training related to descriptive re-
search was presented, What may remain obscure to some is the
rationale for having this kind of training; why is it important, and what
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relevance does it have for the field of art education? The framcwork
of information that follows is presented with the notion that without
understanding the need for descriptive research the importance of the
content of this institute is not fully recognized,

Art cducation in recent years has experienced an intensified interest
in the area of rescarch, The leadership role in the organizesiion und
dissemination of research information have been assumed by the
National Art Education Association, With the creation of the ;>urnal,
Studies in Art fducation, lirst published in 1959, a systemized method
of reporting research to the field was escablished,

The monthly journal Art Education pcriodically deals with rescarch
topics and is distributed to every member of the organization. Rocently
the Lowenfeld Series of Research Monograph has been published through
the national organization, to deal specifically with research intuvrmation,
Other research studies and information come from individual institu-

tions and are less widely distributed.

One of the current problems in the field is the minimal inteves. end
irregular implemeuntation of rescarch findings by sunervisors and class-
room teacners, Attention to the problern is noted in the intreduction to
the recent publication, Exemplary Programs in Art Edacation

The gap between the theoretician and the art teacher became
apparent as the programs were reviewed. Many art teackers
and art administrators feel that theory ar research have
very little, if any, relationship to the tcaching of art withia
the classruom, The skepticism of the techniques of the
theoretician may be attributed to a lack »f understanding of
such procedures by the majority of art specialists and also
the lack of dialogue between theorist and art teachers. (10)

In the art area snecifically, thcse working in the classrooms maust
generate research ideas which are relevaat to their needs as teachers
if pertinent problams are to be identified for further study and the
overall improvement of instruction,

The body of knowledge concerned with rescarch in the visual arts has
been reviewed by Hastie in the Yearboox of the National Association

for the Study on Art Educatien, (4) and by Hausman in the R__poxt of_gl_c_‘
Commission on Art Education, {17) and it is systematically reported in
bulletins and journals relating directly to the visual arts and cducation,
A number of concentrated efforts on the national level have been made
to assimilate and correlate this existing research into a meanringful
body of knowledge, such as, the Seminar in Art Education for Rescarch
and Curriculum Development,(1) under the direction of Mattil, and the




O

ERIC

Aruitoxt provided by Eic:

Seminar on Elementary and Secendary School Education in the Visual
Arts,(20} directed by Conant. However, the existence of this know -
ledge and the attempts at correlation to classroom practicc are seem-
ingly not apparent to the art teacher, The lack of awareness of this
progress in the research area rnay be a contributing factor to the lack
of enti.(sjasm by the art teacher towards research in his field.

The major problein scems to be that neithzr the art specialist nor the
classroom teacher has developed the skills for (1) translatii.g research
findings into classroom practice, or (2) initiating and carrying out re-
search projects that will provide useful information for improving their
programs,

In addition, many institutions of higher cducation are not providing for

the development of these skills in their programs of teacher training,

in viewing the present staws of art education research in the public
schools, it is important to recognize that the climate for conducting
resecarch within the contcxt of the public school is not a positive one.
Lack of time for research activity, lack of available funds, lack of
knowledge of resecarch procedures and implications, and lack of inter-
¢st on the part of school boards, adininistrators, and teachers have
resuited in a negligable amount of research conducted by the classvoom
tco cher,

Most rescarchers would agree that if these conditions exist they would
hinder the implementation of any type of research activity, However,
these deficiencies will cease to exist only when the subject area special-
ist initiates soine enthusiasm for research at the classroom level,
Specifically in the art arca, the art specialist in the public school and
the junior college must initiate research ideas which would be relevant
to their problems within thie classroom situations, There has been no
coherent outcry for help from art tcachers to study problems which are
significant to the instruction of art, In fact, the converse might be
nearer the truce picture, That is, funds and opportunities are available
to the classroom teacher for conducting research in the visual arts,
but few are taking advantage of current programs to initiate plans of
study.

If art education as a discipline is to conduct & total rescarch program
which is meaningful to all the individuals in the {icld, it inust begin to
integrate the classroom teacher into some phase of the program, Most
research today is initiated and conducted in art cducation by persons
dircctly or indirectly workirg with some institution of higher learning.
It might be a better rounded program gaining more popular support if
some part of the rescarch was initiated solcly within the context of the
school and specifically designed to investigate a problem which has
relevance 1o the teacher and the i1 tructional progranm,

3
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Most educational isesearchers accept the fact that the purpose of
reseasch in education is @ means of expanding subject arca and ulti-
mately improving instruction by applicetion of new found knowledre,
The role which the researcher has assumed to be important is that
withcut varicus types of _esearch activity to indicate new directions,
art education could easily become a static discipline. It is evident that
there are some deficiencies ac pres - -nt in the relationships Lotween the
researcher and the art teacher as to how the work of one offers poten-
tially useful contributions to the work of the other.

Research in art »ducation, as in other ficlds, ¢ncompasses = range of
inquiries with a variety of purposes and procedures that may be cate-
gorized under the titles of analytical, experimental, and dzscriptive.
Analytic research includes historical and philosophical analyses as well
as other primarily dadactive systems that can be used to derive relation-
ships that are not necessarily of an empirical nature, Experimental
Research is devoted to the study of '"casual' relationships, and is oiten
used in evaluating the advantages of one teaching method over another.
The purpose of Descriptive Researczh is simple to show conditions as

' v cxist. Correlation analyses, surveys, casc studics, and dircct
wrvation are techniques used in descriptive research. 19, np 35-37).
I .ce it was neither practical nor possible to do more than o survey of
tiie wide field of research during the Institutes, it was decided that the
focus should be on descriptive research., This focus was selected be-
cause reporled research in this category is often the most easily
understood and the most applicable to the classroom. It was further
recognized that because of the nature of the techniques used, the school
offers a suitable enviroument for this type of inquiry.

The need for descriptive research in art education was most clearly
ernphasized by Robert L. Lathrop at the Seminar in Art Edication for
Rescarch and Curriculuin Devcelopment. He states:

... rescarch in art has been too "'spontancous', attempting to
cover the "canvas'' with broad sweeping hypotheses and ex-
planations before an adequate background of descriptive and
rationil data has been obtained. This is not to be critical of

the researcher who plows hzadlong into 2 highly canplex

area such as teaching and learaing. It wondd be anforianite,
Lewever, for any field to have too many "plungers, ' for un-
less research in art education is fundamentally different from
any other discipline, it is the plodding accumulation of care-
fully obtaincd descriptive and predictive data that undesiics
any mujor theoretical or conceptual breakthrough. (i, p. 348).

As the planning groups and the instructional staff began to work on the
specifics of the program, it soon l.~came apparent that even the area

) of descriptive research was too broad to cover in any deptin. It was
LS
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the intent of the group from the beginning that the Institutes would not

be simply a series of lectures about research methodologies but that

the participanis must have the opportunity to become actively involved.
Specifically, it was intended that each participant would write a pro-
posal that would utilize what he had learned to help solve a real problem
he had encountered in his current teaching situation. With this in mind,
the focus of the Institutcs narrowed to the methodolopy of direct obser-
vation, Observation was selected as the place tc scart since it is the
most fandamental of all the methods and is the foundation of all research,

It is the hope of those of us who have worked on these Institutes and
this publication that the contents that follow will activate an interest in
research and encourage art teachers at all Jevels to seek more infor-
mation” and try this methodology in their own teachins environment,

Appendix A

12
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Observation: The Basis for Teaching and Research

Dale B, Harris

I'm making this presentation with two observations in mind, I've
worked with many art educators over a period of years. I make these
observations without value judgments, I trust; but they are implicit in
what I try to do with your profession, First is the observation that
many art educators distrust science generally; they believe, for one
reason or another, that it attacks and destroys something valuable in
your field, Second is the observation that many pecple in art tend to
be, in personality, rather wholistic or gestaltish. They prefer to deatl
with wholes. This attitude consequently leads to a skepiicism of or at
least discomfort with science's most powerful rethodologies~-~-namely,
analytical methodologies. What I am trying to do is based on these
two observations which, as I say, I am not judging at all., The,  are
general characteristics which we must take into account in any dis-
cussion of research in art cducation,

I am going to avoid technical terminology of research for the most
part, though not the concepts, I trust. ] cannot be entir:ly innocent of
some technical terms, for they arc necessary te establish meaning,
Bu. i will try to avoid jargon, Consequently, I will be select’ve, par-
ticularly with regard to observational method. My field is deveciop-
mental psychology, particularly child development. Unlike much of
experimiental psyci.ology, this field rests its woik heavily un observa-
iional methads, 1 supposec this reason prompted your committee's
bring me into this picture as possibly offcring some help to you,

Can We Apply Science to Art?

By way of introduction, let rue attack directly tle protlem of art vs.
science with a few comments.

[here arc some who sce art and science as quite aistinctly diffcyrent
approaches to reality. They feel that the systematic rationai. and the
analytic character of science is incompatible with the intuitive and
experential character of art or the aesthetic, Theretore, it is really
quite inappropriate to speak of scientific inquiry into art products or
processes, Indeed, there arc some who insist that there shouldn't
cver be an attempt to look at art from the viewpoint of research.

There is another view, that art and .cience comie very close together
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at the point of the active discovery or the creative synthesis. The
artist must integrate his product from o variety of skills and compon-
ents, So must the scientist, who must reconsti*ute the phenomenon
that he has broken down and observed, studies, and maninulated in
detail. A very interesting book appeared some years ago by Geoifrey
LaPage, an English medical artist, (14) in which the concluding essay
put this point strongly and effectively--that art and science really do
come tegether. Their goals are almost indistinguishable at the point
of the creative act or the act of discovery; though their methodologies
may be quite different at soine points, they do have this essential
aspect in common. It is true that science focuscs on behavior and
dismisses the inefiable, Some artists wish to argue that there is an
inef{able component in art, comething that you can’t observe, that you
can't scrutinize in any systematic way, This may be true, but it is
beyond our present science. There does remain a great variety of
behaviors that can be observed and trcated by research technologies.
Indeed, if we are to t:ach art, whether its techniques or its appreci-
ation, we must make some systematic study of these arcas. If you
will grant this point {and I am perfectly willing that you not grant it,
in which cuese you'll have to approach all that I say with a good deal of
reservation) that there are sonie domains of art which are subject to
systematic observation and treatment, and desirably so if you are
engaged in teaching, then let's proceed.

gl_')sc rvation-the Basis of Science

All science starts with observation. The observation is that something
wecurred, or it did not. One characteristic, and some have said the
essential characteristic of science, is its public character., What one
scientist has observed by a particular method of study or procedure,
another can al-o observe by adopting the same method or procedure,
Individuals with similar techniques and similar concepts will arrive at
identical c¢r very close to identical results. This point is essential to
scien~e,

Ths public character of art is not so clearly apparent. In sc’ance it is
an ahsolutely essential ingrediert, It inay not be so essential in art,
We have said that art has an exceedingly idiosyncratic or higbly individ-
ual component. We state this point in various ways, that art is a
rclative matter, that it is what the artist intends, or what he creates,
or what art is in the cye »f the beholder. Yet, there must be some
putlic character to art, or the disciplines of art history and art criti-
cism could not exist. It scems we must admit some "public character”
in art also, even though we may argue, and .0 sonie degree success-
fully, that there is a strong indivicaal componert in art--that art is
what the artist has created or art is what the beholder conceives it to
be,
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Basically, by observatior we mean we can supply a description of
something that has occurred. Someone has said that nothing is so
durable as a good observation. That is, a well described protocol or
something that has happened can be examined now, and it can be ex-
amined two years from now, because it preserves essentially the
ingredients of what has happened. A good observation, then, possesses
the public character we have said was essential to science. We recog-
nize, of course, that it isn't always possible to have a full account of
what happened, As one sits watching and listeaing to a lecturer, one
can make notes which reconstitute for him the essence of what the
lecturer has said. One could, also, if he wished, make some notes
about the lecturer's habitual gestures, some of his failings in speech.
Such notes would enlarge the description of the lecturer's behavior.

One could make some interences about the state of his health-«that he
seems to have a cold, but there would be a variety of internal processes
that would not be available to the observer from his eyeball technique of
watching-~the lecturer's blood pressure and other physiological indices
of his state of arousal or emotional disturbance at the moment, his
involvernent with what he has to say, his reasons for accepting the
lectura assignment, and many other significant items.

Characteristics of Science and Art

One's observations are neccessarily selective, partly in terms of what's
available to his method of observation, and partly in terins of what one
chooses to define as relevant te his purpose. The fact that this selec-
tion occurs is due to large part of one's training by sitting through
many lectures. One trains himself to listen and take nctes, to listen
to and note the content, and to ignore o: attend only in passing the jokes
ard trivialities, This selectivity in observation requires that we define
what we wish to observe, in order to state whether it did or did not
occur, In this case the subject is observational methods, the require-
ments of good observation, and some of the values of observations,

The student's selectivity, however, tends to focus his attention on that
something, and it screens out or turns off his attention to other some-
things,

So it is with obscrvation for scientific purposc. Onc is concerncd with,
let's say, the creative aspects of children's casel paintings in the
kindergarten, finger paintings in the third grade, and the like. He must
define what he means by the creative content or the creative expression
involved and screen out or turn off some other aspects of those paint-
ings for the time beging., One may decide that subject matter and color
are all that he -will attend to. This selectivity disturbs some teachcrs
because they want somechow to capture all that's there. It offends me

at times when I'm missing something, and I wish 1l could capture it be-
cause I'm focusing on a particular aspect, Yet ! know of no solution--
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one cannot deal with the whole and deal with it systematically except in
the most general terms, There is simply too much there, One has to
do a certain amount of narrowing and focussing, If something escapes
this process, then regrettably it escapes, It may be a serious short-
coming of scicnce that it can't deal with all aspects of the whole
simultancously. .Any yet analytic research proceduvres have been very
useful, and so we can't ‘veigh either approach lightly,

The scientific approach to observation requires that it be systematic,
One must use orderly, dicciplined procedures such that he obtains
characteristic examples o what he observes, That is, one can
observe a child in art class, and talk about his interest in his work,
describing a variety of behaviors that suggest he is highly interested,
Or onc can talk about a child that he thinks shows a good deal of
promise in his work, Such discussion may lead to selection of pro-
ducts and the demenstration of activitics that have led you to the con-
clusion that this is a child with much promise or talent, But what
res« rch requires is not just the sclection of talented cases or the
random anccdotes that indicate the child's interest, hut the gathering
of observations by a procedure thit guarantees their representative-

ness, Now this is an ¢ssential concept, and I would not avoid a
technical term. One must show that lic has observed a fair sample of
a larger varicty of bechaviors, and that he has sclected a few, but not
in such fashion that he biay his obserr ations toward the best that the
child can do, or the poorecst, but a fair sample of his work, One does
not want just the unusual or the eyecatching,

The Identification of Criteria

© +ing recognized that observation is selective bur also represcentative,
a very important point is that we must identify the criteria by which we
do thz selecting, Furtherraore, we must identify the criteria by which
we judge whether or not something has ozcurred, We may ask this
question® Have thege children produced works with imaginative quality?
Or we may choose to speak of aesthetic quality, If we use the words
imaginative quality, then we imust define what we mean by image and
imagination, and this gets as into psychological processes, [ we study
aesthetic quality, we must define aestbetic, and we will be invelved
with philosophic as well as psychologic issues, DBut we must define and
set up criteria so we know whether or not the particalar work that we've
assembled from these children does or does not contain these gualities,
if we are going to identity drawings or paintings that contain this
clement ias opposced to those that do not, we must identify what they are,
This identification requires a dedinition, In science, definitions are
technical and stated mathernatically, And if not stated mathematically,
they arc stated in words that have limited meaning., One of the reasons
art educators get nervous when they use scientific procedures is
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because the language of art is often highly idiusyncratic-~even poetic in
character. It doesn't lend itself to the precision that perraits scien-
tists A, B, and C to identify the same behaviors. This is a very real
problem, because the language we have to use must shave away the
highly idiosyncratic meanings and come up with the common mcanings,
In art we find ourselves {requently using similar words but with each
his own private meanings.

For those aspects of artistic behavior that are subject to scientific
behavior, then, we must work toward definitions, While I doubt :hat
we'l! get many definitions that are mathematical in character, we will
have to come to some agreement about what we mean, To this problem,
we do have a sort of answer, and I suggest that this answer can be im-
portant for us. I try to describe a quality I see in samples of art work,
and 1inally I say: "I can't tell you, but I can show you an example of
what I mean,'" I shuffle through a pile of paintings and pull cne out,
""Now this Lzs what I am talking about," I say, This procedure of locat-
ing examples helps when one runs into problems of deiining in words
some component or quality of the work he is trying to identify anc
observe,

I don't know how many of you know the work that Florence Goodenough
did in the 1920's and whick I took up years later, using children's
drawings to estimate intellectnal maturity, (11 and 12) This scale de-
pends on the number of ingredients which may or may not »ccur ia the
drawing, In revising her scale I tried to use visual examples of what
would be acceptable and what would not be acceptable for many points
on this scale. Sometimes the tests manual gives an examjle of a
"marginal pass,'” Nothing less than the quality exhibited in the visual
example will pass,

Another example comes to mind. A psychologist was int« rested in
studying whether, iiiact, psychotics in state hospitals produced paint-
ings that were¢ different from those made by normals, He listed a long
series of ways in which such paintings might differ; they included such
things as color and use of line and mass, type of byush stickes, and the
amount of paint applied in a particular way. I suppose he was influenccd
by his reading about Van Gogh and what had heppenzd in some of his
work. Jle proceeded tu set up examples for all the qualitizs he wished
examincd, When he prepared a verbal descripiion of the quality "thick
paint'' as opposed to ''thin paint,’ he gave an actual examrgle of ezch,
When he described the distinction betweern heavy brush strokes and light
brush slrokes, he gave cxamples, as well as the verbal description, In
judging a painting, a person could lock at exainples of specific qualities
and make a judgment as to whether this or that degree of the quality was
present, He found that giving examples along with his verbal definitions
improved greatly the agrecment of judges with respect to :he qualides

judged, .
17
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Classification; the Application of Criteria

Having defined onr criteria and having aided the definition by examples
that exhibit it and thosc that do not, then our procedure is to take a s=
of materials and sort them into groups --those that have the qualities
defined by the criteria and thosc that <o not have the qualities. Having
made this fi.st judgment, which results in sorting materials into two
piles, we may look through the piles miuch more careiully to ficc more
precisely the ways in which these two groups differ. This technique
requires us to refine the criteria and is an essential step in research
on artistic behavior.

Usually we say research could go furward in two steps or stages. There
should be trial work on students who are like the ones you are going to
study in detail, but not the same subjects, bocause {rom your study of
their drawing you are going back to change seme of your definitions and
criteria. Having got to the point that you are satisfied with your
criteria, then you apply them to the study group proper. And you zpply
your criteria to all of the subjects that you've sclected for study.

The reason why one must separate these twao steps is that if one chenges
his criteria in process, he really must start over again to apply the
chinged criteria to a fresh group. Otherwise he contaminates his
oryinal stndy by the changes brought about in h s criteria by the exam-
ination of actual materials, 1 c.n't emphasize this fact tpo much- -that
obsarvational techniques cause us to refine and redefine our criteria.

In my field of child development, collcagues who have tried to define
their iriteria in terms of theory alone, and ther go out to observe
children's behavicr have never been too successfal. The simple cri-
teria defined in terms of one's own ideas and cuncepts do not reflect
adequately what occurs in actual behavior. One needs to correct his
own impressions by aciual involvemenrt with inaterial. Try cut your
preliminary criteria and definitions o~ sume material and then go back
and correct your criteria in terms of what you've actually seen. Having
arrived at a redefinition, it is equally important to gu ahead and check
out what one has redefined against a new grouap of subjects, to see
systematically whether in fact the criteria now work on this new group.

The ldentification of Variables

Earlier we pointed out that the first step is to det rimine if something
had occurred or not. Having made this distinction, we sort work iato
two piles, those that contain the event and those that do not. Then we
make more intensive studics *o see wnat similarities and differences
exist witkin the two piles of work, cepecially in the group wherein the
event has occurred. We seek to exntend our original observation and
make it more precise, so to establish similarities and differences. In

1
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distinguishing between drawings that have a creative quality and those
which do not, we may note that thr creative examples show many
features which cause us to wish to sub-divide the general class, Thus
we 2stablish logical categories, and these categories refine our criteria.

The ascertainable variability in the quality we originally defined may
take the simpie form of amount rather than kind. We fine ourselves
making a judgment of amount on the general phenomenon that we define.
We may refine this qugntltative judgment by creating three sub-
categories--a just perceptible amount of the quality, considerable of
the quality, maximal degree of the quality. We may not fully agree on
specific instanices as between two of the three sub-categories, but there
should be some degree <f agreement or we are not judging by the same
criteria. When we have divided this category into three sub-categories
of a quantitative chz2racter, we have, in effect said that we are dealing
with a variable. Here is another technical term. Something that exists
in varying degrees, and we have made a first step ir.o quantifying that
variable by titis three-fold division. Saying little, some, much, is a
very crude but nevexrtheless legitrnate kind of measuring instrumasant or
scale to place on a variable. As our mcasurement becomes increasing-
ly precise, our categories may increuse in number. We raay discrim-
inate five or seven amounts.

Theorctically, we could increase these categorics indefinitely and have
what we face so often in art education- -z 3 many categories as we have
nxamples to begin with! But the reason we are attempting systematic
observation is to reduce tke array of material given us by children into
a limited ..umber of groups or categories that we can make general
statements about them. This, of course, is difficult. At professional
meetings how many papers concerned with children's drawings or art
quickly come down to showing slides of individual children's drawings!
These are, of course, interesting, but do no. permit us to make any
classification. We just look at a series of slides. The attempt to
apply scientific approach to material of this kind requires that we ve-
duce the infinity to a series of fin - catepories. Thus, the problem of
categorization is really significant. Yhat we're doing is reduciig what
was originally a qualitative feature into categories, so that brief
descriptive statements can be made aud summarics can be drawn about
the phenomenon we're observing., We can't be satisfied by describing the
quality as infinitely variable. We can't take 120 drawings and say "Here
are 120 examples of behavior." We seek to reduce the variable to 2
series of manipulative categories so that we can make some gencrali-
zations about the 120 examples. We c~duce our observations by making
the process selective aad by defining ¢ -~ criteria, Having done that,
we establish the categories that implement our criteria and give them
mecaning. We then make generalizations in terms of those categories.

19
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Oftentimes when we do this reductive process, we fail to retrace our
steps and to put our results into our original terminology. One can
illustrate this failure from some of the research articles in art
education. These studies report statistics, averages. standard devia-
tions, and corrclations, for example. The staristical tables convey
inforration {meaning) in much reduced form. These tables are quite
meaningful to a person who understands statistics but not very mean-
ingful to a person who may know a lot about art education but not about
statistics. It secems to me important to go back from thasc tables to
the kinds of verbal description which will help reestablish the richness
of the original behaviors which these tables merely summarize.
Statistical tables are shorthand notations of gcneralizations about the
observations made under the c~tegories that have been established.

The Analytic Mathod

Essentially, what we are talking about is the analytic method, We
break a phenomenon down into bits, and classify, treating the parts
systematically. When we look at parts of art products, the appearance
is very different from the original materiat. One feels relieved, some-
how, if he can show a few examples. The temptation is to return tc «n
exhibition. Examples are excellent, Let the examples, however, be
selective to illustrate the generalizations achieved by the redactive
process. Remember that one is always dealing with variability and

that one selects examplcs that illustrate certain classes defined on a
continuum which varies by small amounts.

Two illustrations of research that have covered this ground may help.
First, there is Florence Goodenough's scale for evaluating drawings of
a man from which she derived a judgment of intelligence. (11} This

scale illustrates the analytic method. Second, is Professor Rabinowitz's
work on teacher behavior which illustrates the qualitative approach to
drawinzs, making judgments which evaluate the drawing as a whole. (16)

An Example of a Quantitative Scale

Florence Goodenough started with certain obscrvations about children's
drawings. First, she knew that drawings grow more complex with age.
She also knew that the drawings of brighter as compared with duller
children show very obvious differences; particularly in the richness of
datail and proportions of parts. She recognized what must be systein-
atic in her observations. Whe decided she would sct a commeon task for
children in these terms: '"'Draw a man, the very best man you cau.
Draw me a whole man; not just the head and shoulders, but a whole

"' This task iimmecdiately restricts the kind of observations she
could make. She could not tell arything about the child's trea ment of
scenery, or houses, she couldn't tell much abouut his sense of >cauty or

man.

much about his creativity. This r:~'riction tost much that might have
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been observed, but for her purpose, which was to see how drawing
relates to the increase in intelligence, it was necessary for her to
restrict her observations,

Goodenough's basic assumption was that intelligence g rows with age.
Her hypothesis was that because drawings increase in cornplexity and
in the use of realistic proportion with age, there may be a relationship
between these two variables such that drawing might be used as an
index to intelligence. She made the further assumption that the brighter,
young child is more like the average child who is older than he, and
that the duller child is more like the average child younger than he--
both in intelligence and in drawing. The assumptions in regard to
intelligence had been well demonstrated by research on intelligence
tests. The relationship of drawings to intelligence had not been demon-
strated except in a very general way.

Dr. Goodenough collected several thousand drawings made by children
of all grades in elementary schools in New Jersey. She first sorted
them out by age and went into a big empty room, spreading the drawings
on the floor. She then walked up and down the arra, of drawings noting
down her impressions as to the ways in which the drawings changed with
age. She got many, many impressions which became the working cate-
gories into which she then proceeded to classily the drawings. For
example, she got the impression that, with age, children treated differ-
ently the shoulder of the man. Where younger children were not too
pracise abont locating the arm on the body, the older children were
quite particalar. Otlder children were much more likely to include a
variety of facial detail; young children were satisfied with -he major
features--eyes, nose and mouth. Older children were mcre inclined to
put on items of clothing.

Her first criterion, then, bocame increase with age in the percent of
chileren including eacl featurc of detail. If there was a regular in-
crease, with age, in the sercentage of children including the feature,
this item was retained for her scale. If the item did not show an
increase, she discarded the item {romn further study. Thea she went
through the drawings and sorted them first by prad~ then by age within
gradc. Presumably, the children younger than the typical age for a
grade were the brighter children who had been pushed ahead. In the
1920's acceleration was not uncomumon. Persumably also children who
were older than typical for a grade had been held back because of poor
performance. Presumably th se included many slow or dull children,
intellectually speaking. This procedure supplied her secoad criterion,
that the under-age, preswumably brighter children should include the
item in greater percentages than the over-age cnildren in the same
grade. If this second criterion was satisfied she kept the item. Some
fifty-two items satisfied both criteria. These items were, you might
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say, [lifty-two categories in terms of which drawings could be divided--
taken one a2t 2 time. She found that if shic ucicly scored the drawings
as a test, counting a plus for each item in her series of categories
which appeared in a drawing and counting as zero those which -id not
appear, she got a score--a number of points that varied from child tc
child. She found that this scorz correlated statistically with other
measures of intelligence which might take an hour to two hours to give.
The drawing of man took, gencrally, about ten minutes, In the element-
ary school, she believed hear hyy Tfesis justified,

Drawings treatad in this way gave a measure of intelligence, and this
measure has proved te he quite a useful, simple measure of general
intellectual macwurity in elementary school children, My revision has
amply substantiated her hypothesis, She used an analytic procedure to
identify the component in drawing that relates to intellectual maturity,
She was not concerncd about other features of children's drawing or
their drawing behavior or «bility, She scerea not on technical or
artistic exc:lience, but o clears representation of the idea embodied in
the item. For example, the itern: child draws the eyebrow or the eye-
lashes, or both, The percent of children who include this point in cach
age group from six tirough fifteen in represcntative samples of one
hundred at each age goes up sicadily from 30% at aye 6 to ncar 800 at
age 13 and then drops slightly at ages 141 and 15, Adolescents, typically,
berzorne less certain about driawing ability and less willing to attempt
precise details that small children do beldly, so the percentage curve
drops a bit in thesc older ages., As 2 measure of intellectual maturity
this item is no longer functiening s> well at these ages,

An itein which works adequately at the oldest ages is the point: feet
shown in perspective--one or both feet in perspective. However at no
age do very many of the children include this, no more than about 15%,
In one sense it is not such a good item bzcause it ought to be included
by perhaps a third of the children to be functioning «s a measuring
device, We kept the item in the scale because we were trying very
hard to find items that would differentiate among our older children,
We were not very successful, and this was one of the few items that
did, so we kept it,

Young children {frequently draw teeth, nd so we put thet itar into the
scalc, Childien at six ond at cight included it, but no one after age
twelve included the item. Furthermorce, while it diffc rentiates the
bright from the dull at age six in that the Lright children are more
likely than the dull to include it, at ¢ight and ten it different.ates in
reverse; the duller children are more likely to incluar it than the
brighter children, The item, then, wos discard:d Hn two counts--age
progression, and consistent diffc rentiation betweca bright and dull,
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Theze data illucstrate an analvtical procednre and how observation of
drawings can be narroved by definition to {ifty-two elements scored on
their presence or absence and treated systernatically to yield a measure
which has found considerable use in psychological clinics throughout
the country since it was first introduced in the mid '920's, It is a
widely used test with young children becase children like to do it. It
doesn’t take much time to give or score, It gives a reasonably reliable
index fur a rough measure. We don't use it when a precise measure of
intelligence I+ -equired, because makiag a judgment about a child's
school placenr ..t or his placement in an institution on the basis o
intelligence is a seriovs matter, and we dorgt want to rest the decision
on any one test, let alone a ten-minute test, We want the judgment of
a variety cf tests, Thic is just good psychological prudence, But the
Goodenough method illustrates some of the things we've talked about--
the analytical procedure, the discrimination <f elemnents for observa-
tion, and the definition of those elements, Finally a point I haven't
mentioned heretofore--the fact that you can train clerks with no more
than high school education to score this cest as competently as highly
trained psychologists, That we can do this testifies to the public
chavcecter of e phenomenon we have obscrved, Peouple who follow the
directions do net require a lot of special knowledge to agree. The
point is explicit and objective, People can arrive at similar re sults
after a short degree of training in using the scoring insiructions,

An Example of 2 Qualitative Scale

The other research I wanted to mention was a study by Dr, Rabinowite,
}is problem was to identify students in teacher training classes who had
ccnsiderable promise as teachers, lis criterion, ultimatelv, was

thcir skill as classroom teachers, He tried to devise a measure, bLascd
on drawings which these student teachers mnade, which would predict
certain qualities of successful teaching. (16) I'm not going to tatk about
the ability of this test to predict teaching performance but rather the
construction of the scale, which illusirates the development of scales to
measure qualitative aspects of drawings, He constructed a scale for
treating the drawings supplied by studeats, so that he could make this
other kind of predictiy ~  ludy. e asked students te dravw a teacher
veaching a clavs of children, 1le umphasized that onis task necd ned
require an artis'’ - talent, that be could accept sketches however crude,
50 long as they ibus.rated the student's idea of & classroom, From a
preliminary scrutiny of drawings he believed that he could identify five
dimensions or criteria which could be evaluated in the drawings, One
of these was the relative emphasis given the teacher in the drawing,

The second was the initiative expressed by the teacher figure in the
drawing. The thiid was the psychological distance between the teacher
and the pupils, the fourth was traditionalism ‘n classroom arrangement,
The {insl dimension was artistic quality, which Dr., Rabinowitz put in
as a control scale tu make sure thatgx':}cn his judges cvaluated tne first
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four eiements they were not just evaluating sume acpect of artistic
quality in the drawinges, [{-wis ilceessary 1o uemonstrate that when
judges cvaluated the drawings with respect to these categories, they
vere judging something otler than juct the plecasingrness or the skill in
the students' work from a representational competence point of view,

It was necessary to «'efine these diinensions somewhat more cxtensively
than by mervely naming them, For example, Dr, Rabinowitz said one
may judge relative teccher emphasis in terme of the detail of the
teacher figure as compared 1o the pupil figure, I the teacher figure
has more detail, ‘hen there is more teacher emphasis than pupil
emphasis, Also, one -ould take into account the placement of teacher
in the drawing; was the teacher figure "‘central® to the drawing? The
heaviness of linc on the teacher drawing as compared to the pupil
drawing, and the relative size of the teacher figure as compared with
pupil figures were two wdditional criteria by which teacher emphasis
could be judged. These four criteria were as far as he got, verbally,
in his definition of the dimension, 'teacher emphasis, ' But he found
he couldn't judge his drawings successfulty just with these verbal
guides alone, so te selected examples which expresscd five degrees of
"relative teacher emphasis,' scaling the examples by a systematic
judging technique. These examples represcnted about cgual distance

"

irom "teacer minimally emphasized” to "teacher maximally emphas-

ized, " scaling the examiples by a systematic judging technique, These
examples represcnted about equal distinces from "teacher minimally
cphasized' to "teacher mavximally cmphasized,” These examples
have a qualitative character, bat one can lay these five examples in
front of him and take a pilc or drawings on the same subject matter,
making a judgment on each as to which of the five standard examples

it most resembles, qualitatively, in terms of the defined dimension,
The examples supplement the verbal statements of the criteria com-
prising he dimension, Whea you have computed an average for your
sample, youw may find that the average drawing by a particular group
of tecachers is 1, 7; that duesn't say very ruch to you, So you go back
to your scale and say that it lies between drawings numbered 1 and 2 on
the scale, closer to 2 than to 1, This procedure brings your statistical
shorchand back into the visun!l language you starvted with and makes ot
more 'visuiol” perhaps,

Actually, whoen one makes this kind ot cveluation of cn obscervation, it
1s genvrally well to judge il drawings on one scale ol 2 tnne Lecause
once wishes to Keep clearly in mind the dirension and ats criteria,  You
don't wish the judgments on one scale (or dimension) to colur the
judgments on another, Since he uscd the same judges, Prefessor
Rabinowitz allowed several days to go by before judg ng the nest dimen-
sion in order to erase the memory cffects of the previous judgments,
Thus he sought te reduce the "cortunination cffect” ie pdgments,
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The psychological distance scale wat defined by two verhal criteria,
barriers {such as desks, cle,) interpoused Letween the teacher and the
children, the accessibility of the teacher to the children as inferred
from the gestures represented in the teacher or the children figures

in the drawing, From an arm-chair point of view one might suppose
this dimension somewhat harder to judge than the teacher-emphasis
dimension. But in fact his judges reached a more consistent degree of
agreement on the psychological distance scale than on any of the others.
The "traditionalism in classroom arrangement' judgment might seem
to be somewhat easier to judge; yet the judges agreed only to the extent
expressed by a correlation coefficient of , 53 and was the poorest scale
from the standpoint of the public character of the judgment required,
The elements or criteria of this scale included pupil grouping (is the
class in a single or multiple units), the nature of the seating, the
reliance on furniture to designate & classroom as such, and the ex-
istence of special intcrest areas in the classrocom portrayed,

Many art cducators find uie quality scale more acceptable than the
point scale because it preserves the totality of the drawing more
cffectively, Many times as I have worked with Goodenough's method,
the analytic method, I bave {vlt frustrated by the fact that there is a
lot in drawing thiat Tlose by atcending unly to the defined points, Then
I have to remind mysclf that it is juite all right fur the purpose for
which the scale was designed. The details were selected to define the
dimension of intellectual maturity, Of course there are many featurcs
of the drawing which may tell other things about those who draw them,
and the point scale technique, as defined, misses them, A anality
scale can often create the imnression that one is retaining more and
tosing less, but again, this depends on what criterion has been selected,
and how carefully it has becen drfinced,

In the Rabinowity study the artistic quality scale correlated very slight-
ly with cach of the other four; in fact his judyges were judging something
other than artistic quality, and it is important to know this, This
procedure established, by a kind of elimination process, the fact that
he was measuring something, The other four scales iatercorrelated
aquite modestly, arpuing that they did not wnerely duplicate cach other,
they were measuving reasonanly independent dinmrensions of whatever it
was he was measuring,  Unforwnately, the rescarch wasn't completed,
by correlating scores on these scales with measures of teaching pro-
ficiency achicyved in student teaching or, later on, in profussional
carecrs, Although we do not know what the predictive power of these
measurces was (the purposce for which they were originally intended),

wo do have a clear demonstration that it's possible to construct scales
which micasure certain conceptual dimension of hehavier and to do so
vonsistently, This is the first step, The sccond step is to deterraine
what the scales do measure, Thit, of course, is crucial also, But if
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you cannot measurc something reliably and consistently it is perhaps
foolish to proceed further, One must demonstrate that his definitions
have a public character.

Summary

Thus, the first step in scientific work s to determine what you wish to
ouvserve, This requives setting up some criterion, Usually, this
procedure first requires a definition and then the identification of ex-
amples. Having determined which examples illustrate the presence of
the quality you're observing, and which represent its absence, the
second step is to determine additional sub-divisions or categories,
varying in amiount or kind. in discriminating such subclasses one
further defines his criterion, sharpening it, making it more workable,
Then having demonstratced a workable criterion, carcfully defined
verpally and pictorially, one can give it to somcone e¢lse. If 2 sccond
person can make simitar discriminations, one has not perceived some-
thing worth observing, or he has becn unsuccessful in defining it so that
he can communicate its character to others. One may think that
artistic merit can be judged, bul if someone else similar ir background
and orientation cannot use a definition of artistic merit to reach reason-
ably similar results, then something is wrong from the point of view of
sciencce because scicnce insists on the public charactor of information,
on the replicability of results,



Varicties of Observation

Dale B, Harris

Iy the previous section we started with the notion of something we could
cbegerve, Wco asked the basic quesiivn~--has something happened or has
it not? Observed in this way we sometimes speak of a characteristic
as an attribute--it exists or it doesn't, We may divide people inte two
groups according to an attribute--ttose who possess a quality and those
who do not. A person has curly hair or scraight hair, We can, some-
time, break down attributes into classes based on more than just
prcsence or absence of one guality, We may decide that "curly' hair
breaks down into thres sub-classes~-wavy, curly, and kinky, Another
example, one might take a pile of cihildren's drawings (when they have
been free to select their own subject) and create a classification as an
cextensson of the attribute system, according to the subject matter
portrayed: landscapes, human figurcs, machines {automobiles ~nd
venticles of various kinds), ctce., Such a classification is sometimes
called ¢ nomu,

;cale: one classifies objects into a discontinuous

serivy or categeries by naming, Yor a nominal scale therve is no in-
trinsic or necessary arrangement or order to the categorics that com-

prise it,

However, we may go a bit further, 7The minute we say that something
exists, we can very often say that it exists in some amount, The mom-
ent we try to define "amount,' we're talking of a variable, An attribute
which can take any one of a number of quaatitative valucs is a variable,
In such case, we set up a sct of categories by amount, those that have
nonc¢, one, two, three, four, or more of this charactcristic or , inmore
general terms, none, some, considerably, very much, and extreme
degrees of the quality, As in the ¢xample of an attribute which can be
classified nominally, so we may classify into categories of amount,
either counted or estimated, But now we can sec a sencible order to our
categorics, from least to most, We now speak of an 21'(lin::] scale,

Nominal classes can be arranged in any way we want without destroying

the characteristic that we're classifying, Ordinal classes can be arrang-
vd in only one way, or we destroy something of the characteristic that
we're classitying, An ordinal scale for variables can take, and often docs,
tuke two forms--qualitative and quantitative, In the quality scale the cate-
gorics are arranged in order, but the steps are defined Ly examples, The
intervening steps or degreces are not estimated; therefore the scale,
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though ordinzl, remazins qualitative. The amount aspect of the scale

is reached by estimating, A quantitative scalz is illustrated by the
Goodenough Drawing Test. (11) The number of points scored on it may
be counted to yield a quantitative measure. The scale is urdervd from
0 to 52 points. On« may grous these units into classes of several
units {3. or 1 or 5} and reduce the number of groups into which one
would sort his results., DBut technically the scale runs from 0 to 52,
One must distinguish, then, between the quality scale in which one
nakes a judgment and the gaantity scate in which he counts ©

e
"
&4

with a quantitative scale,
The idea of Dimension

Fundamentally, when we construct scales we are dealing with dimen-
sions, A dimension is some quality or aspect or property of an
experience or »f an object whivh can te defined and which takes
different values or degrees., When we discriminate among these values
or degrees, we deline a contintum, This continuum we see as a vari-
able. Furthermore, this continuum or variable must be pure, or
uni_‘c-:l‘imensional, in the sense thit it deals with only one clear-cut
feature of the quality that we wre dealing with, When one takes a col-
lection of children's paintings and asks himself how he may describe
these, he must first determine possible dimensions in terms of which
he maight describe the paintings.  Examples might be, subject matter,
color, clarity or "muddiness’ ot colors, quality of linc, use of space,
use of mass, etc. One art grovp identified more than fifty features
which might be considered as dimensions of drawings., Now, that is a
lot of dimensions to work with, yet everyone of them could, theoreti-
cally, yield a continuum along v'hich qualitative or quantitative
catcegories or classes could be cefined, Taken altogether these dimen-
sions would describe all features of the sct of drawings that this group
examined.

Thus a dimension is cquivalent 1o a continaum, to ¢ variable, and this
ditnension is defined by the ore common property that runs throughout
all examples or degrees, If you mix two or three properties into your
definition of a dimension, then you're in trouble, Tor one thing, the
reliability of your judgment goes dovwn, You scek to Keep one property
well dor ned, with the gradations or the categories establicvhed uni-
dimen.  mally, and then you develop as many different ditaensions ws you
need to adequately describe the 1raterial you're working with,

Dimensionality has one other fca ure which should comme iato our think-
ing. Dimen=1ons may exist at vartous levels of abstraction, from very
specific, and concrete, levels to very abstract levels,  You may have o
dimonsion snch es canount of pressure excerted on the pencil; this is

very concrate, Yo may have a omension which speaks of the
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character of the spuce e¢nciosed by the line, which you then describe
in some way. Such a dimension is at 4 more abstract level, It's
dealing with a broader kind of phenomenon than just pencil pressure.
When you get up such concepts as aesthetic quality, you're dealing
with even a broader feature of the material,

When diineans’ons vary from the very concrutle to the very abstract, we
can often sce a kind of order wumong them, We may then speak of &
hierarchy of dimensions or of meanings, For example, you cuan have a
set of categories which you call fruit, This concept creates a sct of
disparate categories which constitute a nominal scale becausc these
are apples, and pears, and plums, ete, --all distinctive, separate
kinds of iruit. Similarly, you may identify many categories of veget-
ables. Fraits and vepcetables have certain featares 1n common--voth
arc perishable plant products, seasonal in character. Both arc

edible and found near ciach other in markets, Eacl is a c¢lass term and
In a sense they arce cocordinuate, These and many olther ftems arrange
themselves into broader and broader categories, until we speuk of
"Tood" == gencral term which eimbraces a hierarcl y of terms, A
hileraichy is bullt from conercete to more remote levels of abstract
concepts,  Dimensions have this property of arranging thomselves
along degrees of abstraction into o hicrarchy,  This feetinie of dhmen-
sion iz weil to keep inmind when you're building quality seales. You
may be able to arrange the dimension: you identily into o hicrarchy, If
50, you hivve token a signiticant step toward establishing reaningiul

relations among them,

To summarize, one fundumental aspect of rescarcel is the defining of
dimensions, and establishing categories within theiy to permit onc to
clussify obscrvations in appropriate wiays, so that seneral statements
can be made,  This is, one sceks to reduce the tota] number of classces
from W o= the number of subjects or examples ol worle you're working
vith, to g much more 'imited marber of groups. Fach group or cluss
will exhibit some intrinsic characteristic that holds it together, that
makes it a class, that defines it, and at the same time, permits you to
vbserve the regularities or continuitics among these classes. From
thiz process of Chassification of abheervod phoavome noe yon canomake
cortain ceneralicstons aboat the meteria s That 3s, yon can divde your
chilitren's droavines Pl':. RN vt rtisl and lﬂl’ :‘ul)jr‘tl 1 tter, Flien you
Can e gdencral stetements sitch as hoys are more likely to do ships
then givls"y "primary children are more likely to draw flowers and
Lirds than intermediate children,” cte. Or you muay work at a moere
abstract level and define dimensions which show use of line --whether
and how lines enclose space, ote, You then say chilidren at the primary
level are unlikely to make abstract forms spontancously, or they're
very unlikely to use perspective. One makes such general statements
alter he has detined the property he i locking for, rorted his materials
into the categories, and made his ¢stimates or his counts.
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Identilying Mceaningiul Dimoensions

The kind of dimensions and thic categories that you define within these
dimensions will depend on the scope of the task vou've initially given
your subjects. Again, I'm using as illustration the drawing area. If
your instructions allow children to draw anything they like, you'll need
a much broader set of categories than if you say ""draw a man, ' be-
cause you can get so many different kinds of drawings. To make
dimensions manageable in your rescerch, you may have to set nar -

" Your task is consider-

rower limits thant "draw anything you choose,
ably more manayeable if you say "'draw a picture of your school yard
at recess time.' Here you've limited the subject matter, so the
nuimber of categories you must establish for classification becomes

specific and thus imore managueable,

The question shouvld be raised: ""How do you know what categories are
going to be important?' "What dimensions, emong all possible ones,
should be studied?" Material may be treated in an infinite number of
ways, What you will observe, and dinensionalize, will depend on your
preblem, your guestion, and on your previous experience and your
knowledge of previous research  Somelimes the selection of fruitful
dimensions depends on hunch, Scientists in nany fields usce this more
often than they admit, Wo somctimes call this factor "intuition, ' and
psychologists are sometimes inclined to toss it aside as mystical, Yet,
I'm convinced of two things: {first, intuition is nct cornpletely divorced
from training. A person who knows o field very well, is going to
function intuitively more adequately than ene who doesn't know that
field very well. If you're going to do researcihh with children's drawings,
you'd better have a lot of experience with children's drawings. If you
do, you will select dimensions more knowledgeably than if you come at
them ccld, If you've handled lots of childrea's drawings, locked at

lots of them, you'll have a better informed and successful intuition in
regard to the kinds oi dimensions you sct up to classify them on,

The other thing 1 would say is that people do differ in this intuitive
capacity, and beyond that 1 can't say more, Fven the ivformed and
experienced people differ; some pick fruitful hunches more often thun
others, This feature of intellect remains something of aomyvatery, We

don't uncerstand it nearly as well s we understand problen solving,
The General Observation

There are a number of ways observations can be made. One of these is
certainly direct inspection and desceription, M1 just call this "eyeball-
ing.'" One of the time-honored techniques in child study has been the
running description of behavior from watching what happens,  Much can
be learned from general obscrva, -n, usually that behavior is much
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more comples ind difficult to describe than one assumed., This is an
important le«.on to learn, Occasionally I get experienced teachers
taking my child psychology course, I send *hem out to observe and
record everything a child does in twenty minutes of frce play, They
often object to this, and say, '"but I understand children; I've taught for
ten years,'' After a certain amount ot protest, they'll react that 'l
did'nt know children could do so much, particularly young children,”
"I {found myself hard-pressed to put down everything that went on in

twenty minutes cven in general terms, ' That's one discovery from

general obscrvation,

Next I ask that the observers do onc other thing--separate what happen-
ed, the bzhavior, from their own inferences and interpretations, which
are to be noted in the margin of the behavioral observation record, The
student writes ""The nursery school teacher took the child by the hand
and led him, unwillingly, over to the sandpile," And [ say, '""Well now,
wait a minute--the teacher took the child by the hand and led him to thc
sandpile, Unwillingly was your infcrence. What led you to say unwill-
ingly 2" "Well, the child cried a little bit, or held back,' "Well, that's
behavior, write vut that observation as behavior, The aunwilling s your
interpretation and should be noted in the margin as an interpretation of
Lehavior obrerved,’ And we go through this process over and over--it
takes a4 Lit of doing-~te separate the inferences from the behavior,

By the time you get people separating inference from behavior reason-
ably well, you'll find that they make a couple of discoveries, that it's
very difficult to make strict behavioral accounts and get everything
down, because behavior is very rich, Very often students will say,
"Why don't you just send me out with a movie camera? It would be
more successful than my tryving to write all these notes,' The second
diccovery i that when all the interpretations are soricd out, Lehavior
descriptions become very dull, Indced the inferpretations, the descrip-
tives--"bLig, " and "little, " cte,, adverbs "willingly, " Yhappily, ' ctc,
make the behavior descriptions interesting, When you pull thenm out and
put them amiong the interpretations, the behavior descriptions become
very dull,

Obsurving the Streaan of Dohavior

Aovery entensive ot ol rescarches on the obscrvativnal inethord, done
by Roger Barvker at the University of Kansus, (5 and 6} has deliberately
reintroduced the adverbs inte running accounts of child behavior be-
cazse he finds that straight behavioristic reecrds don't give him very
usefil research material, psychologically speaking, You can't obscrve
a child's

goal directed behavior out of your obscrvations, your obscrvations be-

intentions or goals; you infer them, And the minute you pull

come fairly pointless,
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Barker built his whole set of observations around sequences of behav-
ior, which he separated into episodes whenever the child's goal or
action changed., Bill and John were playing in the saadlot with some

old crates, The behavior record goes on to make many observations
relating to their handting of material, skill, sad prollems they met

and solved, ctc., The boys were building a shack, but they dropped

this behavior, got on their bikes and rode down the street, At this

poirit their inferred goal changes, They went down to the drugstore for
some ice cream. First the goal was to construct a hut; uow the goal is
to get ice creams, This change of behavior represents a way to

unitize the behavior. Barker's whole object was to treat the stream of
behavior as a stream, and yct, break it up into units that could be
hanaled psychologically--categories, if you like. [le found that he could
do this by inferring che ¢hdid!s purpose; indeed, he had to infer purpose
to study hchavior il context meaningtfully. He could evaluate these
units of behavio. in @ zreat variety of ways, }For example, he could
evaiuate a child's behavior in terms of the wpprrent clarity of the goal
sct for the child when tasks were assigned him,  He could evaluate the
amount of frustration experienced in scguences of episodes,  He could
sort episodes into social and non~social, and stndy than in new ways,
Many interesting facts came to light when he studied behavior episodes
across many children snd across many opisodes,  He found {or exunple,
thict the clonrest ponds {or children are set; not by teachers, not by
parents, bat other children. Teachers actually are tea-t clear In making
assignments and sctting goals for children in the elementary schools,
Parents are a little better in setting cleqsr goals than teachers, Lut not
muich,

One may get the imnressio. from some of the clinical literature about
children that their lives are full of disappointiments and {rustritions,
being put down by adults, etc, Barker found that if you really take the
onguing stream of behavior as it cocurs in =chool, on e playpround, at
home, cote,, break it into episodes, you may cvaluate them against o
variety of dimensions by fitting the behavior apgainst rating scales, une
scale to each diinension, Dy this micthod, Darker “ound that o child's
rough evxpericnces are very minimal,  Acute frustrations occur infre-
quently, A lot of a ¢hild's experience is Find of pointless, bhut thore is
much more constructive than destructive i the chdld's daily routine,
Adults, teachers, and childron offer inore help than binderanco, Darker
was able tu also ke the schiool episodes, clong with the othev episodes,
and classity them according to the learnng significance of theso episodes
as they occur--did an cpisode seem to have « significant impact on the
child, change his behavior? We find that more dearning ocour = vat of
school Ly far than occurs in cchool, and that signilicant learning
episodes in school per child may occur as seldom as once in jorty
minotes, Mostly, the child is just «it ing there. Well, we've known
this in a gonerat way, and we have 't heen very happy to face it, Data

like these bring one up short,
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Making Judgments in General Observation

The straight behavioristic, observational account is, then, not neccs-
sarily the most useful, Onec may learn a lot about observation by
forcing himself to record only behavinral descriptions. However,
subjective or experiential aspecats may also be observed, Such obser=
vations often upsct some of our cherished preconceptions, Such data
give us quite a different picturc of the child's life from what our
preconceptions would have us believe, These running accounts that
I'm talking about can be done in free situations or in contrelled secttings,
You can do them, f{or example, by giving children certain materials to
worl with and observing what they do with these materials. Or you may
give them access to a great variety of material and see what they
select, You may give a specific assignment, saying "accomplish this,’
Iimmediately, depending whether you've set up a very free or controlled
situatinn, you require different kinds of categories., Once you have
gotten the materials together, you classify them on appropriate d! en-
sions or variables, assigning them to categories within each va- - .1:
or dimension, In other viords, you scale themy, You may have 52
dimensions that you've identificd as possible ways of evaluating «
material, but you may {ind that in fact vou have unly & or 10, This is

a common cxporience, I've heard Professor Beittel comment on this
fact frequently, that one can think of many more ways Lo handte a
material than you actually, psychologically, can usc, Scale will be
intercorrelated, some of them intercorrelated sc highly that therve is
no sense in making sceparate judgments,  Although the scales may
utilize diffecrent words they in fact reguire essentially the same kind of
judgment, This problem rans all through the descriptive ternns that
you us¢ in evaluating art products, Very often our meceanings overlap--
we think they're distinet, but when we come to make the several judg-
ments, we find we'lre judging fundamentally the same thing, And so in
vesearch we have to reduce the number of vcales we apply to the dis-
tinctly different judanents that we're operationaily making,

The Selective Observation

We have dicous<od the ranninge ssccowt of beliowior, There bs cleo the
Obs rveation o behavicr in g sclocted s itwition,  These sitaations are
seleotead according to w dimaensinn-=-an activity or product dunension,

Fhve obscrvation is Ihmited in thne and the Kind of cituation you have
scelected inwhich to observe behavior,  The resulting record can be sub-
jocted to rating,  This obaervation also can be i training device--to
make one sensitive to the distinctions Lotween judgment wnd inference
and vwhat actuilly occuarred,

Yor rescarch one is much more lik 1y to use sclectad gituations thaa

the running @ ccount of behivior,  Hoewever, the general running account
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method often can be helpful in defining your vroblem and determnining
what specific observations will be uscful, For example, if your
problem is the general one of how may we free-up children's drawings,
the Lest thing to do is to watch children draw for awhile, Then as you
define your problemi more precisely yoit can determine the observations
that ycu can treat more systematically, You select some drawings
which will help you establish categories exprussing degrees of freedom
or constraint, Then you begin to think of what you can do as a t:acher
to increasc or to decrease this dimension,

At some point you may wish to include in your observations a recorded
statement by the subject, Now this gets us into interviews and question-
naires, The subject reports on his own behavior as directed or struc-
tured by the questions put to him--cigther written or oral questiors,
This type of obscrvation is uscful for aspects of behavior which are not
easily observable; for example, a child's prefercence for one kind of
medium as contrasted with another, You could get some idea of pre-
ference observing the child's behavior in spontancous situations over a
long period of time, or in {free choice situations where, for example,
you might note that he usually selects crayons over finger paints, Dut
why not ask the child dircetly what he'd prefer?  This is a legitimate
approach,  You can get cholce information ecconomically simply by ask-

ing.

A guestionnaire or interview requires caveful preparation in phrasing
questions which will elicit the obscrvation and inforin,. tion you want,
This is harder to do than you may think., No onc should ever sit down
and write out a questionnaire or interview and then po out nnd gather
data., One always must pretest his questions--sometinies s cral times,
A good example is the Fisner's Art Interest Scale, {7} This is 1 sciedule
of questions which can be used to collect information about interest in
art or previous cxperience with art,

This direct approach, too, is hinportant in appreociation studics and in
process studies,  What you're getting at is the inner psychological
processes thet are not available to direct obscrvation, You can say,
"Well, techaically, maybe they're not even pvailable to the subject hin-
sclf; maybe these arc unconscious phenomena, and Jic can't tell you in
words what's going oo, This Is & possiibility, 7' ore are nndeubtedly
some sspects of appreciation that vre not avialeble to & subject con-
sciously, Maybe you'll have to be paaticeln cly clever in devisim: some
indirect methods of observation, Some poychologists have been particu-

jarly ingenious at getting indirect measures,  But increasing! s, as ycur

measure beconmes more indiroct, you have npore and more difficulty
defonding its validity, ‘The questicanadre, ov chack list, or similar
device is most legitine-te for these 2reas of experience in which you
have reason to belicve a person car nale some judgmoent on bis own
behavior,
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Tests and Work Samples

Then there are tests or work samples, ['m talking about art products,
the products of art behaviors; ['m not talking about personality tests,

I am talking about tests of skills in art, or work samples of skills in
art, Give a person some material and sce how he works with it, How
does he handle his brush with oils, with watercolor? How does he
hardle clay? If you set up a test or work sample, you assume thal
there's a body of skills that you can sample systematically, You ask
a person to perform the tasks that you've sampled, and record his
observed performance on cach skill or operation, You accumulate
these into sums of scores or possibly z profile, What you're really
getting at herc is observation of technical proficiency, Probably this
appro. ch would be used in art schiool much more than in public school
art education wh.r¢, as I understana it, your emphzasis is less on
technical proficiency than on other purposes., But, depending on your
educational objectives, if you were tryving to embrace or develop
technical skill with a particular medium in the sixth grade, it would
be perfectly lagitmate to build a set of tests that would permit you to
make onservations about the child's technical skill, Fiunally, we should
note that in all rescarch the descriptive task is roquired at some piont,
In constructing standardized tests, a great deal of observation gocs
into the work., Somceone may say, "'I'm going to usc Elliot Eisner's
Art Interest Test with a group of high school {freshmen, and divide
them into those with high intercst and low interest and then study their
Lehavior in drawing and sculpting,” Well, the direct observation you
might snake with respect to art intercsts has already been done for youn
by Professor Eisncr, In constriacting his test he put into it a great
deal of direct observationz]l work which you accept as an accomplisncd
fact, You take the test as a developed instrument and begin your
obzcrvaticn at another point. Hav g used the test and sorted subject

into two groeps, then you obscerve their behavior in art ¢lass, Yon
take the toest for granted, Dincrely make the point that you can't
undertake any rescarch without crmbodying observation, When you
give tesis, you're accepting somebody clse's ohservatic s,
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The Case Stady

Dale B, Iarris and Kenneth R, Beittel

A, The Case Mrthod ia Art Education

Dale B, llarris

There is a particular use of the ubservational mcethod which has con-
siderable application in art, The case study should have considerable
appeal to art educators because there is a4 minimum of quantitative
analysis involved. It is globalistic, and pcrmits the synthesis of
materials in general statements about one person, or one production,
Those artists who dislike breaking a phenomenon into elements or in-
to numbers may feel they stay closcer Lo the signilicant material by
using the case method, Many art educators deal with groups of child-
ren, and they may believe that the case method i not practical for
thern, However, it may be useful Tov perticular studics, even when
one is concerned with groups., The group process itself can be made
the subject of case study.

Broadly considered, a case study consists of the collection of A wide
variety of data and information about a single person, grovn, event, or
process. One seceks to put together a complete picture, from vhich he
may gain greater understanding of that person, Frequently, cases

are studied coltectively, That is. onc gathers a scries of cases, col-
lecting similar data on all of them, He then reviews the cases to
arrive at some general statement formutated from the consistencies
or trends he finds among all of them.,

The Case Method Gives Particular Information

If one wishes to describe the status ob w group of children from a
collection of individual cove studies, he iy not likely to got good infor-
mition by this procedure, That ir, une cannot get information con-
cerning palameters or norms, One can't really tell what any
population of children is like, because one rarely selects cases to
represent population, For example, in ihe exsmple Professor
Beitiel presents, bhe advertised on tho student butletin board for sub-
Jects who would be willing to draw for anhy r a week over a period of
ten weeks., Lie had no control ove = the selection of subjects except
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among those who came in response to his advertisement, He got some
very interesting people, including a math major, a science major, an
English major, and go on, but it's clear that this group did not consti-
tute a random or even i1eprescntative selection of Penn State students,
They were students who were curious about or interested in drawing,
or they woulda't turn up as volunteers, Such cases are self selecred;
they are not a randoin set. Such students give useful rescarch infor-
mation for Professor Beittel's purpose--~to study process in drawing.
But they do not give a picture of what drawing behavior by the typical
Penn S.zte student is like,

A Study of Drawing Process

Nevertheless, by making such intensive case studies, of drawing
process, the investigator can get a very clear picture of how individ-
unals go about working--the strategies and the imagery they utilize--by
getting thoroughly acquainted with these individuale in depth, For this
purpose, except for skilled artists, almost any stadent will do, Sev-
eral case studies will give Professor Beittel some idea about variabil-
ity and constancy in process, Thus, for process information, for
knowledge of a purson in depth, for forming hypotheses about how
something is accomplishod, the case study is a powerful exploratory

device.,
Other Uses of the Case Mcethod

One may make applications of the method other than that described by
Professor Deittel, He can coliect samples of art work of a particular
individual over a period of time., Onc may keep notes on the comments
miide by one child artist while he works, notes concoerning his apparent
motivation or his mothod of werk or the like, One may keep notes on
classroom behavior that he feels throws light on one particular child's
interest, personclity, and the like, e may ask the child to write an
¢ssay or to make a stotement about his interest in and his previous
experiences with art; he may ask the child to write about a particular
projcct he has done, One can economically collecet information regard-
ing prior art coperience, by an inquiry sheet, to be included with the

Case note s,

Aterwcher can Keep note s concerning a significant art experivncee he
introducces in class; he may, for example, introduce some intense
sensory experience, moving music, or tactual exploration of a varicty
of textures and surfaces, and then ask the children to draw or paint or
model, e miny keep notes of what children say and do, as well as

their resulting products.  Thus one may make "case stadies” of groups

nr of individuals,
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What ar: the purpeses for which »ne might accumulate such data? One
might be interested in accummtating records of incividuals that he feels
are particularly creative--imaginative people in an artistic sense., You
just want to accumulate these for a time te sce what you get, In this
way H've been kevping notes rathey casually on some exceptionally
gifted children I run into from time ta time, l've not done it particular-
ly for research; I do it for teaching purposes, to have some specific
illustrations for lectures,

You may wich to stud individuals who have a particularly strong
imagery or a particutar kind of imagery, If you follow the late
Profussor Lowenfeld's tradition, you might want to study haptically
inclined individuals, becausc such persons do nct come along frequent-
ly in vur visually oriented culture., You would keep notes on such
individuals until you've built up a4 series of cases giving you a better
understanding of this dimension of perception.

Studies of Growth in Interest or Skill

Orne of the best uses of the case study is simply to collecet longitudinal
records or samples. We have relatively few collections of such,
Helga Eng his published two books on her nicee's work, {8 and 9)

i rold McCurdy, a psychologist in North Cavolina, made a study of
the drawings of a man {5) by « boy over & period of about five years,
There's a published monograph concerning the work of a boy who was
particularly interested in drawing trains, (13) A former sindent of mine
in Japan has a remarkable collection of the art work of his four young
children, He has kept everything that they have constructed, painted
or drawn, including {full notes of what they said at the time. }e has an
enormous pile of material which I have begyged him to photograph in
order to prescrve, as this kind of collection is most unusual, Child-
ren's products are scldom saved systematically,

An Example of o« Longitudinal Study

All these are case studies and may help give an unde rstanding of
artistic processcs when we have o store of information in depth, 1
have some data collected e South Soneriey from children who bad
never usced paper and pencil,  Indeod they had sever seen pictures,
These children ilved in a remote, tsulated arvcs, high in the Andes,
The two canes prosented herce are by a foar-year-old Loy and his five-
year-old-brother, 1 had these boys draw daily for about sceven weeks,
The samples included here were taken at intervals from .ne entive
svries, The work of the four-ycor-old iv particularly intercesting be -
canse the vollection includes the transttion from scribble to repre-
sentative drasing, Wo showed him what a pencil would do and asked
him to fil’ the page with pendil wo -k, and this is what he did (Fig, 1).
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The spiral scribble was our demonstration of what a pencil would do,
Therecafter, our instruction was always to draw an object, generally a
man, Fig, 2 shows his work two days later, Five days after the

initial drawing we do get a rudimentary man, along with scribbles

(Fig., 3}, Two days after that the scribbling is much reduced (Fig, 4},
but shortly reappears (Fig., 5), and is still present two weeks after the
initial drawing (Fig, 6). After another week we have several forms
{ig. 7) with minimal scribbling, Note that the transition frora scribble
to figure drawing did not come all at once, nor is there much cvidence
of 2 progressive exploration of various forms of scribbling,

The following September, I visited the village again, Here is the first
drawing {Fig, 8) that this little fellow produced, after six monihs of no
drawing. The follewing day we get a much better form {Fig, 9). His
five-ycar-old brother also shows a remarkable progression buf with-
cut the definite transition from scribble, Fig 10 reproduces his very
first pencil work, Again, the spiral figure at the top constituted our
demonstration of the pencil, The following day there is a crude "man,"
along with some scribble efforts (Fig, 11}, A wcek later all scribbles
have disappcared in favor of forins (Fig. 12), Figs, 13 througl 15 were
sclected at wecekly intervals from the total series, produced daily., Fig,
16 presents this boy's first man 1fter six months of no practice, and
Fig, 17 was produced a week later,

From such case studies I can't get statistics, but one dees get some
apprectation and understanding of the drawing process ard its develop-
ment, and a vivid illustration of retention and, indeed, development
during an interval of no practice, I must stress that these childien had
no paper or pencil in the interv.l, For these case studies we had no
additional information about the children; it was just not available,

They camce from a visually impoverished experience; there were vir-
tuzlly no man-muade forms 2xcept huts, There were no trees--only
rocks and scrubby grass and llamas and sheep, Although there was no
previcus experience with printed pictures or figure drawing, yet from
the start in the older boy, we got recognizable form, and in the case

of the younger boy, a study in the transition from scribble to represen:-
ation,

I recommend to the art vdncotor the case method,  Fven thoueh you
work with groups, you can collect case material on particular children,
Even though you're very busy, you can usually find time to collect data
for one casec in which you happen to be particularly interested. An
accumulation of such over a period of years can lead to process under-
standing that group sturdics muay concenl, as the following paper by
Professor Beittel clearly revends,
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B, Some Valucs of Casc Studies*

Kenneth R, Beittel

There are several points o view one may take toward case studies,
Sensitive experimentalists «ill frequently study single cases in some
depth in order to develop an intuitive feel for phenomena they will even-
tually have to represent by means of concrete operations and well-
defined, quantitative variables, Others will immerse themselves in the
"or "in the ficld”
in order to develop their hunches concerning which variables merit

conter of the many vari bles encountered in "reel life!

further, more controlled studies. These are uses which serve a pre-
paratory function, The case study is a stepping~-stone toward research
or a means whereby scnsitivity toward phenomens is increased,

1 have no quarrel with such ases, but 1 do think the attitude toward the
case study under such circnmstances is one which relegates it to an
inferior position for knowledge-getting, I will asswmnce that there are
other vees of case studies which center vialue more within thein, not on
their susilinrey functions,

The forming of art can be scen as a process requiring an integration of
socialized and idiesyncratic or personal, less cgo-centered forces,
Regularities in style, tradition, symbolism, and medium usage belong
to the socialized side and submit gracefully to modes of inguiry com-
mon to the behavioral sciences, I have been able, for example, to
study characteristics of drawing strategics (with factors influencing
them) of defined sample groups, The noticeable qualitative differences
between drawings of an individual, however, soon lcad one away {rom
the group focus and the variables and inodes of analysis appropriate
thereto, The socialized aspects do not cecase. Rather the idiosyncracic
ones press to the fore, More than that, it is the integration of these in
the unique person which is the chief zeduction of the case method for
mec. It is my feeling that the acsthetic and creative asprets of arvt-
forming da not submit to genceric viewpoints or critecia, bul thet they
are experiontiad roclities dependent woon the flow of articalation
processes and upon the contexts in which these are embedded,  This is

The reader is urged to consalt Gordon W, Allport's, The Use of

Perscnal Documents in Psychological Science (3)for an extended dis-

cussion of case methodeology which is ndmirable in ity scope and
balance.
o7
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a philosophical assumption, 1 reclize, so 1l will nov argue it hece but
merely state it,

There is o practival reason as woll as o philusophical one lfur the study
of the single casce in art. The tcacher assurnes that his exporience is
a sound basis for interpreting the student's nrtistic processes and
products. He arrvives at a necessary humility in discovering how little
he can legitimately interpret of another's art processes, The cffort of
nonjudgmental interest and attention required to fucus on the wholencss
of a casc cngenders the crmpathy and insight which cancels out his
categorical expectations and preconceptions, He perceives that student
as a lawful entity whosce images, intentions, skills and circumstances
arc highly relevant to what he does inart, This might be called an
aesthztic or appreciative function of the case method: the grasp of
wholeness, origin, and continuity, of ¢xistential being and transcend -
cnce circulating avound the continuous making of art, Further, the
tcacher learns to what degree his wesigned problems and curriculum
may be hupositions on a student, detlecting ratlicy than helping him,
Still further, the tecacher may arrive at a role much like that of the
therapist (although not oriented toward therspy) where he focls himself
mysteriously Hke a4 participant in « human diatogue which belps the
other person direct his art dialogue in wiays morve satisfying to him,

To gperate thas in the study ur the single case and yet he i teacher may
cause some confusion of roles,. The obscrver whose chief interest is
that of understanding the casc is likely to be in the better position, On
the other hand, the tcacher who engages in such study may well modify
his tecaching methods to the place wherce there is little incongruence
between the two roles, I have secn art teachers work cffectively in
this way, and there is a long-standing tradition in art e¢ducation based

on a belief in the organic "

unfolding' of & person's expressive and
artistic powers, It is not chance that Lowenfeld and Schacffer -
Simmern, for exanmple, have often included individual case histories in
their writings, By so doing they thought to present subtleiies beyond

'

their gencralizations through a morce or less "ideal type' which their
generalizations could then refer to, But 1 have found, in my in-depth
work with individuals producing an ¢xtended series of drawings, no
unintceresting types and no ideal typos,  Rather the ll flavor of
uniqueness is expervienced, along with the recdivation that all goneral-
izations concerning i casc are vut tentative explomations and projections
of the observer,

The case method in art, thus, leads onc toward a phenomenological
stance, toward philosophical questions about the experience of art, and
away [rom group analyscs and the kinds of manipulitions more comnion
to traditional behavioral science, It reveals to the teacher the way his
students experience art, and it s wsitizes the rescarcher to the full
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range and complerity of the phenoemena he studies.  Casce historics,
moreover, can be structuved so that they yield protacals which can be
used in traditional research methods., Allport, whose classic work on
porsonal documents was carlicr cited, also describes how data from a
single case can be auelyzed, placing emphasis on what he terms the
“morphogenic' instead of the nomothetie, (2 pp 105-422) Tt is a1y
hunch that such unpruaches as he desceribes are ideally suited to the
study of art.

With persons beyond the child level, first-person singutar statements
about fcelings, cvaluations, intentions, images, technical problems,
etc., are essucntial to an understanding of what the artist is doing, To
elicit such statements requires, inmy experience, a climate much
like that described by Rogers {18) for psychothcrapy, where the
genuineness {congrucnce batween statement and feeling) and empathy of
the therapist, along with his unconditional positive regard for the
client, are prime requisites. As in psychotherapy, to enter [ully into
this privileged arena is something of u trust and also an encounter not
to be taken lightly, Any desire to manipalate the other secms out of
place,

In my own work, I have Interacted with the artust only between draw -
ings, Usually the "Inquiry' tukes place before a drawing session,

using in-process photos of the provicous scession's drowing as a bavis
for stinwmlated vecadl and exptoration.  The photegraphic in-process
matczrial, the finished works, ihe notes I and my assistant make each
session, and transcriptions of the inguirvies add together to form o rich
picture of a person guiding and transcending himsecelf in art, In addition,
without using the verb 'to teach' in a transitive, pre-thought sense, I
cannot escapc the feeling that the method described is 2 good one for
fearning in art., Certainly the artist's seif~identity and motiviation are
increascd theveby, 1 have insisted that these c¢ase hivtorics constitute

4 kind of abstraciion and "hnowlcdee” which is o valuable addition to

art cducation, Assurcedly they keep one humble and a believer in a

kind of humanism rather rare in today's educational world, They sug-
gest that the workaday ego is a small and often misleading represent-

-

ation of the potentinlitivs of anyv givon person,
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Identifying and Stating &« Roescarclable Problemn

Dele B, Harvis

Many, perhaps the most, rescurchable problems come from questions
we raise during the normal course of our teazching or onr work with

teachers in supervision or in our discussions with colleagues and with
students, It is pecrhaps the rare problem that one identifies by sitting

Haha!IV

down and thinking about his area of work until he gener tes an
experience, locating the sinificant researchable issuce, More often,

a problem may occur in the course of professional reading, in reading
professional discussions or controversics, or studying reviews of
research in particular arcas, As one studies rescarch, {requently
questions arise concerning the ananswered questions of another's
rescarch, Other probloms are identificd from revicew of the literature,
locating arcas of work which have been infrequently investigated, In
this latter case the rational or "sitting down and thinking it through'
approach may bu quite appropriate,

Formulating o Probleon Statcinont

Formally stated, the proccess of identifying and stating a researchable
problem geces through the following stuges or stops:

1, Stating the general question as it initially presented itself,

2, Clarifying this question; defining terms and making it as

specific as possible,

3, If the question is broad, developing a nwmber of specific

que stions that, if answercd, would contribute toward answer-
ing the central question,

4. Distinguishing wmnong the issues thore which are deseriptive,
those which are normative, and thosce which ire experimental
in character,

. Dediding what kinds of obsorvetions will provide the infor-
MALLON Nevessary for asweiing (o be 2inning to answ er) the
question,

A Samiple Question

From among questions raised in research workshops, two may be
selected as illustrative., One of these as originally stated wis, "What
is the nature of the 'floundering' same beginning painting students go
through? Do certain psychoelogic. ' conditions, such 1s anxiety,
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confusion, hostility, fear, or rcjectici exhibit themselves to a certain
degree in those sludents who identify themselves as (lounderers?' A
second question was, '""How can we 'frec up' those children whose
drawings and paintings are too constricted ?"

Restating the Initial Questiun

Talting the first question, one musi break it down by asking additional
guestions cr restating and dividing it into separate issues and then
deciding the >rder in which one will seek the answers. For example,
the first question raised above, calls up a number of further questions,
such as, what arc the behavioral indicators that the investigator be-
lieves will indicate floundering? Do students themselves know the
experience of floundering? If 50, are those who so identify themselves
the same students that the instructor would name as "'flounderers?"

Implicit Assuinptions

It is well at this point to recoynize that the questinn implies several
assumptions, One cortainly 1s that the stadents are mature, articulate,
and well motivated wdividuals who are net simply "gooting off' be-
causc they dixlike painting instvuction, Clearly, aad particularly if
the art students were school children, we woul'l have to separate the
well metivated from the poorly muotivated children whose indificront
avproach to their work would con ol ¢ the iswue, Secondly, sucha
question assunies thal the mmvestigator has had sufficient experience to
identify the behavior of "floundering” and already know some of the
overt signs of floundering., That is, one assumes that the investigator
has a body of experience which can direct his initial observations; he
will not observe all the behavior in the painting class--inerely those

vt

1spects which rolate to Vfloundering,
Formutating Specific Substudies

It is also necessary to recognize th~t the question very quickly breaks
down iato a number of distinct parts, Oune study would ascertain
swhethen stadents themesvlves arve awnre of the experience of flounder-
thy, and whether thege ctudents ore the caes the tewches woutd
identify from his observation. Ancther would be o survey comporing
two types of students, The boliviors of floundercrs and non-
floundercrs would be compared with respect to such psycholopical
characteristics as anxiety, confusion, rejection, hestility, fear, and
the like, At this point it would be well for the investigator to talk with
one of his psychologist friends, to identify acceptable behavioral
indicators of the above nouns designating emotional states. This step
is the necessary one of definition, and the scloction of criteria, One
must decide whether he will look {or overt siens of these emotional

1
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conditions in classroom behavior directly accessible to the teacher or
will use psychological tests to get at dispositional traits, The psycho-
logist may suggest certain personaoliity tests which ure sufficiently

valid to investigate sclected dispositional fraits or characteristics,

Here one must be cautivurs as, desplle 4 preat amount of resciarch,
there is still rmuch confusion and delate in psychology as to the nature

of dispositional traits.

Returning to the broader question as initially stated, it is cleasr thad
the person who raised this question wants to know whether perhaps
something other than emotional conditions contribute to the flounder-
ing. Is sorne of this floundering in the nature of trial and error
exploration rather than indicative of dispositional qualities ar source
traits ?  Clearly one aspcect of the study should invelve introspection
and self veport by students, Thuas, investigatiorn should focus on the
process of tearning, as well as on characteristics of the learnerv,

In any event, the investigator needs to =pell out rather ¢ refully what
he means by floundering --the specitic bohaviorad characteristics that
he would identify as iudicating this state inthe Jearning ol artistic
skill, What about the following--asking the instructor many questions;
making mauny false starts, wnd using many sheets of paper; wandering
abont the ¢ assroom;: looking «t the work of other students; expressiug
dissatisfuction with the media; offering & variety of excuses for not
getting to work and staying at work--are all theso signs of floundoring?
What other behaviors could sianity floundering behavior?

A Checklist of Observable Behaviors

First, then, the investigator must identify in behavioral terms the
condition of "floundering' as he defines it, Frobably he will want to
discuss these signs with collecagues to make certain that he bas
described a condition which other teachers also identify. Being able

to state a commmonly recognized situation gives some assurance that an
individual is working with behaviors that have meaning and significance,
and is not just expressing his own private concepts or peculiar inter-

esls,

Having satis ied hiimself that he his defined & meaningful chuster of
criterion behaviors, the investigator nest will want to make a list of
the specific actions that students exhibit when they "flounder.” He
will also wanl to list a wide variety of illustrative verbal stateinents
that students may make while "floundeving." To provide these he will
either draw »n his store of accumulated observations or he will watch
his class with an open eyce and inind for a few days, making notes on
the kinds of dehaviors and statements «vhich would lead hiin to say that
students are floundering. Having tisted such behaviors and statements
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he would next aitto a preliminary checklist, 2rranging the itemns in
convenient and logical groups. He would try out this checklist by
observing for five or ten minutes cach, several students whom he
making all the bebaviors that
he observes and adding any which he had not included on the checklist,

voould identify as '"typical flounderevs, "

He would also wish to spoewd cgravalent thne with caiae typical non-
flounderer to soe thet in Gaet rebatively fow I8 ony ot the bohaviers on
this chocklist can be noted,

Having obtained ¢ workable cnecklist, he would then procecd to system-
atic observation of all students in o given class,  This task might
require several periods of class time in wlhich he would observe ewch
student in turn for & shert, specificd thme interval, checking off atl the
specific items of behavior which cocurved i thet interval of time for
that student.  He would go through a1l students U turn using cquivalent
amounts of thme for observation for each student, On the basis of this
simple checklist Le could probably identify o stated number of students
who show the most behaviors, and 4 similar number who showed the
least behaviors in the tive interval, Theso croups would constitute

his contrasted croups ot dhaomders e and non=tlounderers,

Hlis viest stopoanioht boe todnte rvicw thes e stdonts to get thelr subjoective
cRperiences to oubstantiage b obacrveiions, or he anight procecd to
dive peveiologioad tests s cbevtod with the advice of o collengne, s

provionsly noted,

It is well to recognize that in the above doscription we have involved
several specific rescarch tasks, We have defined terms, identified
behaviors and verbal staterments, conducted a simple survey which has
certain normoative characteristics to it,  That is, the investigator has
observed « gronp of students, ciach student for i stinilar period of time
undesr similanr conditions, and checked off 4 list of behaviors noted

during that interval, He could mmake "normative statements'" about the
typical number of floundering behaviors that are lkely to be exhibited
in a short period of time in & lass for beginning painting.,  He would

have established a basis for further surveys of contrasted proups, He

would Glao hoove a hasis o dideatin Aooroup for an exneriment to

testowhich Gochnigae s dpht roboce tree conveant of Hoanderiag beliovior,
Such an experiment would vcouire two groaps of students equlvalent in
mitie] tlonndering bobvior, 1o be treated, one with special teaching
techniques designed to redace {loundering and the othoer, the control
group, in which no special techniques are used.

A Second Exanple
Take the sccond question, "Hoew can [ frec up children's paintings and

drawings ?" As staled, this 1s a metherdological question, not a sub-
stantive reseavch issue, Certainly it 1s not a problem you can make
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obscrvations on very readily.  You wish to do somicthing to achicve an
ohjective, the objective being to make children's art work less stero-
typed, more free and oprn. Agam one starts with an assumption- -that
freedom in art expression i 2 good thing. This is a value statemeoent.
Indeed, there is a very respectable bouy of theory in art education that
holds that freedom is & desivable thing, and there's much discussion
inn the professiontdd lHterature concerning how 1this objective can be

achicved.
Dotermining Criteria

For the desceriptive portion of the rescarcch, the problem is to identify
those aspects of drawings thal are free vs. those that are stercotyped
and conztricted.  So imymediately we neced criteria. Where does one
get eriteria? On2 can, of course, draw on theory.,  What kind of
cvidence would you look for in children's graphic art work that would
indicate whether it's constricted and stercotyped or free and open?
Someone may say--"'The use of sprce and the nature of line. " This
statement is insufficient. Specifically, what usuges of space and line
suggest inhibition or frecdon? L suppose most of us would agree that
smatl figures, placed sparingly on o sheet of puiper, or perhaps
rectricted to o smeall arca of the sheet would sugeest constriction.
Lines marde slowly and carefully, or perhaps tightly, uncertainty, or
tentitively would also supggest "eriteria’; already wo are approaching
voerbal descriptions which should cuable us to tell, when we lool at o

drawing, whether or not these ceriterin apply.

Onc might also consider that "movement” in the drawing has some-
thing to do with openncess or constriction. Indeed drawings have been
cvaluated quite successfully according to the general criterion:
"movement depicted or implied. " one might say, "It's the nurmber of

straight Hnes vs. the number of curved tines,

O1¢ might use such a
criterion. Suppose, for example, one finds that the genceral rating of
movement in the drawing is actually highly correlated with the pro-
portion of cuived to straight lincs. ‘Then he might conclude that these
two criteria are really only once. But such a fact must be determined
cmpirically; if you did tind it, yon'd need to use only one of those
criteria, rather than both.

Onc might also look at thames--couventional vs. original theme= in
the content of art work, The notion s that conventional themes
represent inhibition or constriction, and that unasaal or "different”
themes represent a form ol freedom.  In this we have another potential
criterion, based on the idea expressed by the content, I it correlates
only modestly with our other hypothesized criteria, we would have a
basis for continuing to usc it.
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Reliability

Having established, {rom theory, some possible criteria, we must
cscertain that various judges can observe them similarly, Our: judg-
ments of criteria must satisfy the public nature of science; they must
show agreement, or be reliable, Therefore we must test out our

criteria by having two or more judges independently classify a sample
of drawings or paintings by these criteria, to establish that their
judgm nts are in fact similar,

A Possible Fxperiment

What we've done is establish someoe criteri» by which we can judge work
to be constricted or free, Iowever, we still have the gquestion--how
doces one free up children's drawings?  This now becomes a method
question, suitable for an experiment. Many art teachers have rather
definite idens about how such may be accomplished, The investigator
will try one of the methods sugygested for "loosening up” children's
work, ¢ proposes to introduce a particutar stimulus situation, to
exereise a certain kind of instructional contruol, in order to produce in
students' voork & greater amount of the indices that he has ideuntified as
denoting freedom,

The experiment is science's most powerliul technique, and it leads to
the most useful and significant knowledge, Experitnentalists often dis -
dain descriptive research, but unless one has good uesceription, he can't
experiment, because he doesn't know what he is working with, The
experiment comes relatively late in scientific development, It may
well be that in the field of art education therc are some arcas that arc
ready for experimient, but there are surely many arcas in which much
morce has to be known descriptively before we can identify what we want
to do experimentally. Fducators in art should not {eel backward about
simple descriptive work and hasten into experimenal work, There is
plenty to be done in order to become familiar with the dimension of
problems at a descriptive level,

Wi have said carlicr that observation is only one part of research
design and concern, In obscrvaticnal swudies we ask "What happens 70
and we can give descriptive accounts; we can make continued obser-
vations or limited observations; we can select critical instances; we
can make process accounts, ¢tc, Surveys answer the question "lHow
are variables distributed in a population?''; and for surveys, as we
indicated previously one uscs intervicws, questionnaires, schedules of
items, or questions. [Fhe rescarch problem of the survey is less that
of accurate observation and description and more that of the sample--
sampling subjects in such a way that onc can make general statenments
from the sample t¢ some theoretical Inrger ponulation,

6o
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Correlational Studies

With instruments constructed for survey research--interviews,
questionnaires, and schedules of various kinds (and remember that
so-called personality tests are not tests of skills; they are really
questionnaires or interviews)--onc opens up a third area of work:
Correlational studies, The rescarch question now is "How wre vari-
ables associated with onc another?' One may work with simple
rclationships, or he may work with muitivariate relationships--a
number of variables intercorrelated, One may extend this procedure
into factor analysis to examine, in a complex of intercorrelated
variables, how many principal independent components or dimensions
make up the complex of interrelated factors. Or one may work with
prediction-~by correlating variables ({rom which one hopes to predict)
with particular outcome variables, Here, the problem of criterion
measures is especially cracial, and we move immediately iato the
technicalities of measurement,
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An Introduction To Measurement

by William Rabinowitz

To understand a person you must first be able to describe him and his
behavior, This is cqually truc of teachers and children, To under-
ctand what takes place in the classroom it is necessary to describe it,
This is also true of the products of behavior such as drawings and
paintings. To understand such artistic products you have to be able to
describe them.

We have been discussing various procedures for obscerving and
describing the person, his behavior, and the products of his behavior,
It should he clear that a description ideally ought to be corr slete and
accurate, We have seen, however, that any description of a person is
necessarily limited to a tew of the muany aspects of his hehavior that
arcce vbservable. Description is therefore =eluctive,

In part, the sclectivity of desceription involves o decision by the obscr-
ver concerning what to observe; in part, it involves a decision about
how 1o obscrve it, Naturally, we want to cbserve those aspects of an
individual's behavior that are especially relevant to car purposes, Qur
description of these relevant aspects may be relatively unstructured,
impressionistic, and ¢ualitative, or it moy be rclatively structured,
systematic, and quantiiative. For many reasons, descriptions tena to
be more useful as research data when they are, or can be, expressed
in quantitative terms, To the extent that w: succeed ininaking cur
descriptions quantitative and precise, we become involved in measure-
ment,

Most people, wher they think of measurement, think »nly in terms 5
paper-and-pencil tests, Although, such tests arc an important facet
of measurcment in edacation, messuranent implies far more thun
testing,  In conducting descriptive rescarch, a basic requirement ia
the developimeat of adeqguate proeccdures {or obscerving and describing
Lehavior, Such descriptions of behavior may be considered micasurc -
n.ents --sometimes crude and always imperfect, to be sure, but
measurements nevertheless, It seems appropriate therefore to con-
sider, some {fundament « concepts related to measurement

Fundamental Concepts of Measuren.cut

An initial regnirement in all ineasurcment is defining the attribiate or
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groperty to b2 measured, If a property or attribute can be defined
unambiguously, it can be measured--at least in principle, Notice that
we do not directly measure a person or object, Instead, we measure
certain propertics or attributes of persons or objects. We measure
the weight of a box, the height of a building, or the area of a fiecld, Or
we measure the intelligeng of a child, the emotional climate of a

classroom, or the creativity in a work of art.

In many instances, particularly when we are dealing with simple

physical attributes, the meaning of the terms wc use appears self-
evident., We don't typically see any need to define wnat we mean by
weight, height, or arca. DBut when we want to study attributes that

k)

are of educational or psychological intercst, we encounter & finitional

problems almost immediately., Psychologists - even after years of
study - cannot agree on definitions for intelligence, emotional climate,
or ¢reativity.

You may have noticed that when you try to isolate snd describe some
interesting characteristics of drawings or paintings, the task presents
certain problems. Many of these problems are directly related to the
termis you usec tc describe the drawings - terms such as balance,
tension, texture, rhythni, ete. The referents for these terms are not
obvicus., The attributes of the drawings to which these terms refer
arc not immediately apparent, Often you may find yourself challenged
by your colleagues to define your terms. And often your definitions
are aot accepted by other members in your group. To the extent that
you cannot specify clearly what you mean by the attribute-terms you
use, it is a fundamental stumbling block in your efforts to do descrip-
tive research,

I said caclier that descriptions are most likely to provide scientifically
usciul data when they arc bzscd on systematic obscrvaticnal procedures
and ere expresscd in rcasonably precise and quantitative form. Insofar
as .re arc alle to describe persons, objects, or events in this way, we

arc engaged in measurement,

Scientists have somewhat diffcrent conceptions of what measurement
is, but among all of thesc varying conceptions there is a comnion

idea. Measurement is the assignment of nimbers to persons, objects,
or events in accordance ‘with certain rules, Whenever you have a rule-
or a set of rules - that you can employ in assigning nuinbers *» the
phenomena you are observing, you are measuring.

The rules scientists use to n ..sure vary, and this variacion leads to
the important concept of s_ca_les of measurcment, Coensider for the
moment some of the familiar pruperties of numbers, Numbers can
express cquivalence or difference, Thus, 1 is the same as 1, but
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different from 2, Numbers can express order of magnitude., Thus, 1
is less than (or comes before) 2, and 2 in turn is less than (or comes
before} 3. Numbers can express .quality of differen~es. Thus, 80 is
as much greater than 70 as 70 is greater than 60, Finally, numbers
can express equality of ratios, Thus, 80 is twice as large as 40 and
40 is twice as large as 20.

Each of these conventional properities of our number system has a
parallel in the scales of measurement we are going to discuss, And
the exact nature of this parallel depends upon the rules we employ
when we assign a nuimber to a person, object, or eveat we are trying,
to measure.

Nominal Scales

Consider the simplest situation, As an example, we assign a group of
persons to two categories, '""Male' and "Female' and we call the males
"0" and tkhe females '"1'', The rule for assigning numbers here ic
clearly a very simple one. Iach person can be unambiguously assigned
to either the "'0" group or the '"1'" group depending upon a particular
property he {or she) posscsses - namely his (or her) sex, All of the
0's are equivalent to one another with regard to this purticular
attribute, and all of the 1's arc also cquivalent to onc anothe r with
regard to this particular attribute. But none of the 0's are equivalent
to any of the 1's with rzgard to this parcticular attribut.,

I could give many more examples of this type of measurement, We
might, for instance, classify paintings into categovies such as "oils,"
"'watercoloss," and '"pastels' ind usc the numbers "1'", "2" and "3'"--
o1 any other three diffzrent numbers--to designate the categories, Or
we might classify schools into the categories, '""Public', "Privatc-
Parochial', and '"Private-Nonparochial,' Once again we could use
three different numbers to designate the categories, In each of these
examples it is easy to recognize the attribute we ave trying to
measure, and the rule we would use in assigning nurnbers to the
objects~=-paintings or schools--being rneasured,

It may have occurred {o you that this process doesn't really resemble
measurement as we usually think of it, If this is your reaction, you
are in distinguishcd company, Many scientists are also unprepared to
call this use of n* mbers measurement, However, it is frequently
referred to i s a nominal scale, and I think it is useful to discuss it,
although whether it should be considcred measurement is debatable,

The numbers in a nominal scale simmply indicate that two objects are
cquivalent or not equivalent in some respect--and nothing more, The
distinguishing feature of a nominal s:ale, as you have probably
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noticed, is the use of numbers as substitutes for verbal labels, Num-
bers used this way must be interpreted very cautiously. For example,
the numbers that appear on the backs of football players constitute a
nominal scale, We can be sure that 25" is a particular player with a
particular name, In the same way, '""Z9'" is another, different player
with a different na.ne, The two men are different and they have
different numbers as they should on a nominal scale, But noticce that
we can say nothing about the two men--other than that they are dif-
ferent--by examining the order »f the two numbers of the difference
between them.,

Ordinal Scales

Often we can recognize not bnly that objects are equivalent or not
equivalent to onc another; we can also recognize that they can be
ordered or ranked in scme way. 'Thus we may observe five different
art lessons and feel that we can order them on a characteristic such
as, ""Structure,'’ We would assign a rank of """ to the lesson that was
most structured, a rank of "2'" to the lesson that was next highest in
structure, and so forth., This procedurc for assigning numbers in-
volves a different rule fromthe one that defined a nominal scale, Here
we can discriminate order, not only difference, In effect, we are
sayinyg the event to which I assign a 1" is not only different from--it

1.; also higher than--the event to which I assigna "2", A scale produced
in this way is called an ¢ ~dinal scale,

Ordinal scales are very common in every day life, When a movie
reviewer describes a picture as a ''3-ttar' picture and another as a
""4-star' picture, he is using an ordinal scale, His 1s2 of the scale
implies that any movie called a ’'4-star'’ picture is better than any
picture called "3-star,' Thus, the movies are being ranked or ordered.

Ordinal scales are also very common in educational and psychological
work, The conventional letter grades, "A'", ""B", "C", "D", and """
with which we assess academic performance ronstitute an ordinal
scale, The scale implies that any student who reccives an A in a
particular course is a better student in that course than any student
who receives a 'B" and so forth, Though we use letters in assigning
grades, we could as easily use numbers such as "4, "3, vzt Y,
and 0" -- and this, of course, is exiuctly what we dov when we com-

pute a grade-point average,

Probably the most common exam;.iz2s of ordinal scales in educaticral
and psychological work are the ubiquitous rating scales with which we
try to measure everything from teacher effectiveness to pupil person-
ality. Usually these scales have five steps--sometimes onz or fwo
more or less--with all of the step< decribed so that they fall into a

70

63



O

ERIC

Aruitoxt provided by Eic:

clear order. Thus, I could develup a scale to rate teacher-pupil
rapport in the classroom which might look something like this:

Teacher-"2upil Rapport

I, Teacher and pupils work together in complete
harmony; there is no evidence of any tension.

2. Teacher and puils work together in good
harmony; there is little evidence of any tension.

3. Teacher and pupils work wogether in fair har-
mony; there is seme evidence of tension,

4, Teacher and pupils do not work together in
harmony; there is much evidence of tersion,®

5, Teacher and pupils are in obvious disharmony;
there is evidence of 1lmost constant tension.

This scale would clearly be an ordinal szale. You should recognize
that none of the distinctions among the five steps in this rating scale
indicates how much better the rapuort is in onc class than another,
You can sart—hat ina class rated 2" ‘he rapport is better {or should
be il the rating is accurate) than in a class rated 3", But you can-
not say that it is as much better as a class rated 3" is better than a
class rated "4, T

Interval Scales

For some problems you must be able to show that equal diffe~ences in
the magnitude of the events being measuved are associated with equal
intervals between the numbers assigned to thes< events. Thus, you
must show, for example, that if you measure three events and they are
assigned the numbers 15", 10", and "5" then the difference between

15" and 10" is the same as the difference between 10" and "5, In
effect, you inust be able to show that a 5-point difference represents
the same thirg everyvwhere on the scale,

When this condition prevailt we are using numh rs to indicate more
than order, If we have demonstrated cquality of intervals, we call the
measurement procedure and inteival sceles A familiar overyday ux-
ample of such a scile is the ahrenheit scale for measuring temper-
ature. The difference between 29 Frand 30 F is the same difference
in temperature as that between 40 ¥ and 50 F or 60 F and 70 F,

There are not too many characteristics of educational or psychological
iaterest that we vypically mcasure sing interval scales. Consider
intelligence as an example, It is frequently assvmed that the IQ scale
is an irterval scale, but is that so? Is the difference between an IQ
of 90 and 100 th2 samec difierence in irtelligence as that between 60
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and 70 or 140 and 150? Does a difference of 10 points have the same
meaning, as a difference in intelligence, at all points on the scale?
We often assurne that it does, but that is only an assumption. Even
when intelligence test data are converted to normalized standard
scores, il is an assumption--not a demonstrated fact--that equal dif-
ferences in standard score iQ's correspond to eqral differences in
intelligence,

Recall the discussion by Dr, Harris of the procedure we used to study
the drawings of prospective teachers who were asked to ''draw 2
picture of a teacher with a claso.' (16} We developed scales to
racasure in the drawings such characteristics as '"Relative Teacher
Emphasis,’ "Psychological Distance,' "T'eacher Initiative,' " 'radi-
tionalism in Classroom Arrangement.’ and "Artistic Quality,'" Each
of these scales is definea by a set of five sample drawings numbered
from "Q" to "'4"., In sciecting the sample drawings we went to a great
deal of trcuble to select drawings “hat were equally distanl from one
another on the atiributes being measured., We did this because we
were interested in measuring ‘he five attribates on interval scales.,
We could, of course, have developod ordinal scaler with very livdle
difficulty., We made an additional effort to develop interval scales
because such scales, when they can be developed, permit more percise
meansurement and the use of more powerful statistical raethods in iz
analysis,

Ratio Scales

There is a final type of measurement scaie called the ratio scale,
Certain events occar which match the number system Et—only in terms
of increasing order and equivalence of intervais, but also in terms of
the existence of a meaningful zero point, When a meaningful zero
point exists in some attribute--we often say a true zero point--then it
is possible to discuss ratios meaningfully, It is possible to say that A
is twice, or one-half of, B on the atiribute being measured,

The most familiar examples of ratio scales are the scales we use to
measure such physical propertics as length and weight., A string 5
inches long is exactly onn-half as long as one that is 10 inches long,
A box that weighs 20 poun.'s is twice as heavy as one that weights 10
pecunds. We can make these statements meaningfully because in cach
case a unique and meaningful zero point exists, If we return to our
earlier example, of the Fahrenheit temperaturc scale, you will note
the importance of the requirement of an unique or true zero point en
the scale. The Falhrenheit scale has a zero point; it happeas to coin-
cide with the temperzture at which water {reezes, It is not a true or
unique zero, since there are clearly temperatures far below this
point-~represented as negative va'iics. And for this reason it is not

a ratio scale,
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Ratio scales are rarely achieved in educational or psychological
measurement. Ccnsider intelligence once again as an example, Is
there any scnse in which we can say thzc a person with an I of 150 is
twice as intelligent as one with an IQ of 75. We can, of course, say
that two boxes, each of which weighs 75 pounds, weigh together as
much as one box that weighs 150 pounds. But clearly two individuals
with JQ's of 75 each cannot in any meaningful way be shown to be
equivalent to onc individual with an "Q of 150. The IQ scale may be an
interval scale, but it surcly it not a ratio scale. There is no unique
and meaningful zero point in intelligence.

This, of course, is almost certain to apply to our efforts to mcasure
charactcristics of 11ajor concern to art educators. A meaningful
zcro point in the measurement of creativity, for example, ig, I think,
impossible to conceive. To the extent that I am right, it will not be
possible to develop &« vatio scale to measure creativity. And a state -
ment such as ""A is twice as creative as B'' will be meaningless.

Let me iry now lo summarize very briefly what I have been saying
about scales of imeasurement. We defined measurcruent as the assign-
ment of nurnbers of persons, objects, or evenis in accordance with
certain rutes. Deponding upon the rules employed, we may measure
1.3ing a nominal, ordinal, inter—-al, o, vatio sca’e. In most of the
situations in venich you as art educators are likely to be measuring,
you will prabably be using nominal or ordinal scales. In some cases
you may be working with intervai scales, Lut that is not likely to be
very frequent. Except when you measure a painting's size or the
weight of a piece c¢f sculpture, you will not have many occasions to
employ ratio scales in your descriptive reseaich.

Errors in Mcasurement

Lot us assumc now that you have a imcasurement procedure. Perhaps
you are measuring aspects of behavior in the classroom or some impor-
tant characteristics of children's art products. One of the problems
you encounter alinost immediately is the measurements arc not
completely accurate or dependable; they are subject to what is called
error. We huve to spend some time discussing error, because the
presence of error in measurcment means that scores are not, and
cannot be, completely reliable.

We begin then with th~ recognition that no measurement is perfect;
all measurement contains crror. And this is true of all measure-
ments -- in the physical sciences as well as the behavioral sciences.
Fortunately for physical scientists, the magnitudes that they are
usually dealing with are very large relative to the errors of measurc-
ment. Since the crror sizes are typ.tally relatively small and the
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magnitudes they are trying to discriminate are rclatively large, the
physical scientist can usually measure with a great dexl of confidence.
In psychology and education, the situation is very different, We are
often trying to measure small differences in some attribute, but the
measurement errors are relatively large. As & conscquence when we
detect a difference in our measurements we aften cannot be sure if it
reflects a true difference between the objects being measured or is due
toerror.

In developing & measurement procedure, one of the first and most im-
portant tasks you face is reducing the s:zc of the errors of measure-
ment as much as possible. To the extent that errors are very
prominent in your measurements, they will not -- and cannot -- relate
to anything., Rcsearch bascd on measurement procedures that are
unrcliable -- that is, subject to large ~rrors -- is doomed to fail, So
you must {ry to keep error of measurement as small as possible. To
do this you must understand what error is and how it gets into measure-
ments,

Systematic Errors

As an aid to this discussion, 1 am going to make a distinction between
systematic and random crrors, Let mce discuss systematic errors
first. Systcmatic errors occur whenever you are measuring, and the
nuwnbers you assign to certain persons, objects, or ~vents are systcm-
atically either too high ov too lew. This could happen for many reasons
and in many different weys., Suppose I am trying to measare the intel-
ligence of everyone in this room. I do not have an intelligence test; all
I have as raw data are my observations of your behavior., So prohably
I would have to rate your intelligence on the basis of these observations,
Let's say that I had a rating scale, an ordinal scale with five steps.
Suppose further that the nature of my measuring process is such that [
tend to think of men as more intelligent than wome:, For the men, I
tend tc resolve all of my doubts in favor of assigning higher ratings;

for the women, I tend to resolve all of iny doubts in favor of lower
ratings. That is a systematic tendency on my part to ratc men too

high and womer. toc low, On the pe:fectly reasonable assumption that
intelligence is aistributed equally between the scxes, any tendency on
my part to judge men higher than women is a systcmatic error, The
effect of this esror on my mcasurements is h'ghly predictable once you
know the natur: of my wvias.

Suppose, as a further example, you wanted to rmeasure the exteut tn
which a group of tcachers were able to establish rapport with pupils.
You might ask the principals of these teachers to rate them on this
characteristic. It is highly likely that the principals’ ratings would
not be pure mecuasures of rapport., The principals, being human, would
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very likely give higher ratings to teachers whom tiicy found highly
cooperative and lower ratings to teachers whom they touna highly un-
c.operative., This, of course, is a systematic error. The teachers’
scores on rapport are being systematically elevated and depressed by
a factor that is unrelated to what you are trying to measure,

In developing a measurecment procedure it is important to anticipate the
systematic errors that are likely to be opcrative so that their influence
can be reduccd, For example, supposc you were deing a study involv-
ing cbservations of teachers in the classroom. If one of your observers
tended to rate the pre.ly teachers higher than the not-so-pretty teacher;
he would be introducing a systematic error into your measurements, on
the as. umption that you were not trying to measure prettiness, Once
you discovered this, you would have to do something about it. You
would eithcr re=train this obsevver or drop him from your study.

To pursue thiz example further, suppose the Lias of this observer was
very strong, Let's say that every time ha observes a pretty teacher he
rates her 5" and every time he observes a homely teacher he rates
her ''1'", If this were the case, you could never discover anything abeut
the classroom behavior of these teachers, because their scores were
totally determined ty the observer’s bias. The systematic error is so
large in this casc that it completely averwhelms the property you are
trying to measure, This, of course, rarely takes place, and whon it
does it is very casy to detect, What is morce comunon is {or niuch
smaller error tendencies to operate, Though smaller, such erros
tendencies can nevertheless be large cnough to reduce markedly the
accuracy of your measurements,

Another example of systematic error is somethiag that occurs it a
quite different context, and that is when people report ~- through
questionnaires or intcrviews ~- heir attitudes ox feelings. In such
situations, it is common for individuals to distort their responses in
order to create a favorable impression. Yor example, suppose you
were giving a personality inventory to a group of individuals, all of
whom were applying for a job as a salesman for a life insurance
company, and you had questions on the inventory like: Do you enjoy
talking to people?" and Do you feel comfortable when you're trying
to influence somebody to make a decision?' Now consider an
applicant for a position as lifec insucance salesman, How will he re-
spond to questions like these? He will alinost certainly answer "yes,"
whether or not he feels that way. His scores arc therciore going te
Lec systematically distorted in the direction of appearing more like a
life insurance salesman than would probzbly be the case if he were not
taking the test for that purpose,

The same thing can happen in a research study with teachers. If you
r=
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give teachers personality or attitude inventorics to fill out, they are
almost always going to try to put their best foot forward, We worked
some years ago with a test called the Minrosota Teacher Attitude

Inventory, It's a tcs® that has statements l_;l:u, "Most children are
ial

obedient,' The response optious are "Sirongly Agree,
and "Strongly Distgree," There are 150

H}\;;rce' [N
"Uncertain, ' "Disagree, ™
statements with {ive possible responses to each statement, In one
study we gave this test to prospective teachers and then collected their
test papers, Then we gave the test once again, but the second time we
said, "Now take it and try to get the highest possible score,” When we
compared the scores on the second testing with the first, we didn't find
that there was much difference. Ag a matter of fact, there was alrmost
no difference whatsoever, Thir makes you feel that the first time the
prospective teachers took the test, they were trying to get the highest
poasible score, In effect, they were faking a good performance --
distorting their "liue' attitudes in order to carn as high a score as
they could, This, of course, is 2 type of systematic error,

Supposce you want Lo obscrve and measure certain aspects of the typicel
classroom behavior of teachers. You might make it a practice to
advise teachers well in advonce of yeur visit of your desice to observe
them at a particular time, This seems like an appropriately courteous
acticn on your part, but il is }likely to mican that the behavior you
observe wili, to some unknown extent, not be typical, It will almost
certainly be systematically modified by the teacher in order to create
a gocd impression. The teacher exhibits hier best behavior which may
or may not be typicai of her,

I noted earlier that rating scales are widely cmployed ..s measurement
devices in educational and psychological work, Though very popular
ratings do not lypically yield very satisfactory measuremeants, FPari of
the wifficulty is that they arc subject to at least two types os systematic
errors,

Une of thes.: is Evencrositx e ror, that is, the tendency of raters to
give raiings thac are too tavorable. Principals tend to rarve their
teachers r**" 1 "Excellent’ of "Very Zood.,'" Only the most trouble-
some or madequate recceive low ratings, Such ratings are of little
value sinre they do not discriininate cffectively oimong the individuals
being rated, 1In general, generoe’sy error is likely to be very promin-
ent whenever supervisors rate suvordinates, And this suggest., in
part, why ratings ire too gencrous, The supervisor is iikely to feel a
greater loyalt:r to those with whom he works -- no matter how inade -
quate they may be -- than he does to those who are requiring him to
make the ratings,

The other type of systematic error 'n ratings is called the halo rffect.
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To understand this type of error you must recognize that usually when
ratings are employed, the rater is expected to rate individuals on
scveral separate traits. The person who wants the ratings hopes to
get several, relatively independent pieces of iuformation about each
ratee, And that is the reason for the use of several rating scales. In
practice, however, raters tend to be strongly influenced in assigning
their ratings by the general, overall impression they have of cach man.
Thus, the rater does not usually make the careful discriminations
imiplied by the necessity to rate a number of specific traits. Instead,
the ratings of these specific traits tend to reflect the rater's general
opinion of the individual's merit or worth. The halo effect means that
ratings of specific traits are underdifferentiated -- or, to puf it an-
othher way, too highly correlated with one another, In any event, the
effect of this error is systematically to obscure the pattern of traits
within the individuals being rated,

Random Errors

1 could continuc discussing sources of systemavic error, bul it secins
aporopriate to consider bricfly the other type of error -- random error,
You can recognize the difference between what 1 am calling systamnatic
and random crror by noting that systematic error produces a predictable
effect wherrnas random error does not. The biascs that are lumped to-
gether and referred to as systemartic error have a predictable tendency
to elevate scores in some cases and depress them in other cases,
Generosity error, for example, tends to produce scores that acc too
high.

Random error is inherently unpredictable. It occurs because of a
myriad number of influences most of which are so poorly understood
that we often say that random error is duc to chance factors. We in-
voke chance to "explain” random ecrrors of mecasurement because in a
fundamental sense it rrally cannot be explained,

It is important to recognize, however, that random errors will have
unpredictable effects, sometimes elevating, sometimes depressing
scores. Thus an obtained score, derived from some measurement
procedure, is distorted in somc unknown way by random errors of
mcasurement which cause it -- in an inherently unpredictable manner -«
to be either too high or too low,

We can illustrate some of these rather abstract concepts by reference
to a hypothetical example, Supposec I am interested in measuring the
ciffectiveness with which a group of art teachers conduct their art
classes, As part of this effort, I visit Miss Suzy Jones on April 20 at
9 A.M., for 30 minutes. At the end of my 30-minute visit, I give
Miss Jones a rating and this rating :cpresents her score as far as my
O
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investigation is concerned. TYou can assume that the other art teachers
are measured in the same way,

It is probably very clear to you that this mcethod for measuring a
teacher's cffectiveness leaves a greatl deat to be desived, QOur
measurement of Miss Jones, and the other tenchers, is derived [rom
a single observation, We know nothing about how typlealty Miss Jones
bchuved on that perticular occasion., Specifically, how cann we be sure
that Miss Joues was not atypically exciting or dull on that day? Since
the ovbscervation was taken at 9 A M., ~e¢ may assume that Miss Joncs
is not a better, or worsc, teacher in the morning than in the afternoon,
but do we know this? And since the observation was terminated at the
e¢nd of 30 minutes, we are probably assuming that this is an adequate
sample of Miss Jones' behavior. Dut Miss Jones may be one of those
teachers who gets better, or worse, as o lesson coatinues.  Finally,
how shall we interpret the use of a single obscerver to vigit Miss Jones
and the other art teachers ?  Is the definition of Yeffectiveness't in art
teaching so unambiguous that competent obscrvers will always agree on
the score that cach reacher should receive ?

The questions I have bheen posing sugyest the sources of random criors
of measurcient, RBehavior is unstable; it changes from one situation
oir cucasion to another, The imcasurement standards of different
obscrvers are not uniforim; they vary from onc observer to another,
This mcans that a score basced on @ single obscervation by one vbhscrver
is nol very trustworthy, You cannot depend upun it to reflect the true
status of the individaal obscrved,

This concept of '"true" status reauires some examination, let's go
back to Miss Jones and the cther art teachers, We were trying to
measure their effectiveness, but what does that mean? Withont try-
ing to define "effcctivencess'' it should be clear that we are trying to
measure a geueral property of cach teacher's behavior, How any
specific teacher functioned on any particular occasion - as observed by
a particular observer - is oI no greatl conscquence, since we are inter-
csted in gencral behaviorar properties, not specific events., FEach
teacher's "true'' effectivencss could be thought of as an averayge of her
behavior across oll possible vecasions as observed by all possible,
competent onservers, Clenrly, tomeasure true cifcctiveness, con-
ceived of in this way, is an imipossibility, But how can we appreximate
it? 1t should be obvious that we need many obscrvations by several
vbservers,

This then ts the principal way in which we reduce random errors of
measurement -~ by taking a larger number of observations, This is a
highly gencralizable principle; it applics to paper-and-pencil tests as
well as observational incasures, Al other things beli.g cqual, a
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lonner tesy is more reliable than a shorter test, Adding test itewns
reruces the relative contribution of random errors of measurer nnl tu
individu: 1s' . core. . I the same way, a measure of an art teacher’s
ciectivenes: b co nes more r¢’iable as it is based en | lar,cr mumber
of observations

This may be an appropriate point to conclude our discussio.. of measure -
ment. I hope that it is clear that my comments were quite »oneral, and
deliberately so. Measurement can be a very technical 210w, and to go
much beyond my very gencral remarks will almost sur: bty involve teche
nical concepts of increasing complexity, For example, we ¢ nnot
cxplore such concepts as validity or reliability without some stutistical
understandings, The going gets rougher as you contine, I hone, how-
cver, that I have encouraged you to sce measurement 4= con.prehensive
and interesting, and that you will continue beyond this poat,
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Postseript

The preceding pages hove presented the major content that was the
focus for the three days of ecach of the Rescarch Training Institutes on
Descriptive Rescarch, The purpose of the publication is similar to
thit of the Institutes, that is, to inform ond te encourage participants
(readers) to get involved with research metheds in their own situation,

With all good intentions, those who have little or no previous back-
ground in research methods, may still face, with some puzelement,
the question, "Where do I start?' At the risk of oversimplification,
the following may be a way to begin., This is learning exercise,
similar to one that was uscd on the first doy of the Institutes,

1, Collect a small mamber of drawings {rom your class (or someone
else's), at lcost 10 but not more thain 20, to start with, Waork
done on the samce size paper will be more convenient,

2, Lay them o the floor or pin them on the wall, in any arrauge-
ment where you can look over iall the work with ease.

3. You are now veady to make your first obscrvations, With pencil
and paper in hand, lvck uver all the drawings carefully and begin
to list the attributes (charanteristics) that are present in some or
all of the drawings. For exai :ple you may note such attributes
as: subject matter differen =s; some used shading, others did
not; all had shapes but somu had more than others, and so forth.
A note of caution is important as you procecd, We are concerned
at this point only with what we car observe, You may be tempted
1o include inferences, such as "Some students didn't finish their
werk,'" This, of course, is an inference you have made from
something you have observed b'i is not the direct observation it-
self. As you continue, it is likely thae you will find that the task
becomes more involved than you Lad anticipated, as you movs:
fron rimple tu more complex phenomena, For example, in your
first obscrvations you may have noted that all the works had lines
in them and that some had more lines than others. Aas you pro-
ceced you may decide th' t having few or many lincs seems less
important than the qualities of linvs, and you will begin to note
line characteristics such as straight or ¢ 'rved, light or dark,
thick or thin,

4, After you have Hsted 5 or 6 attributes, it will be wise to test
these by sorting the drawings according to each of the attributes,
You inay scparate all of the drawings that have shading from
thosc that do not, At this p-t you may feel disturbed that there
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is so much variety in the pile of drawings with shading; some
have very little compared to others, In trying to separate them
according to the amount of shading ~- you may find yourself
thinking in terms of: nune; a little bit; a lot; al' shaded. In do-
ing so you have developed an ordinal scale that can be used for
measuring the an.ount of ""shading' that is obsecrvable in the
drawings.

5, As the number of attributes increascs, you are likely to en-
counter a certain amount of overlapping of terms. For instance,
you may find that a "light line" may refer to one that is ''thin',
one that is ''light in value', or a combination of thcse, In order
to be more specific you will need to define your terms in order
to clarify their meaning. If you decide that a "light line' i< a line
that is light in value, your descriptions can become more precise
since you can now refer to ''light ti.in lines' or "light thick lines",

5. FEventually you will realize that the task seems unending and
decide to stop. The exercise is in theory an endless one increas-
ing in precision as you discover attributes in the fine detail of the
drawings and define your terms. Having read this far, you may
decide not to try this exercise at all, since you have just rcad
about it, However, do not jump to this conclusion too quickly;
reading about it is no substitute for the experience of doing it,
This opportunity to test your own perceptions in discovering at-
tributes, practice in clarifying meanings, and developing rating
scales will pay dividends when you begin working on specific
problems. The section by Dr. Harris on "identifying a Rescarch-
able Problem" will help you take the next step and you are on your
way toward getting involved with research methods,

Descriptive research is that category of rescarch that attempts to de-
scribe ""the way it is' with more precision and accuiacy than onc can
obtain through casual observation, It is casy to say that cach hild's
drawing is a uniqgie expression, but by the recording and analyzing of
care .1l systematic observations of children's drawings we can begin

to s.rt out what similarities and differences exist, Whzn we have done
this, we can begin to verify and give more specific me. ing ta the
assumption we have expressed. However, in compa=..on to past
history, "'the way it is' today may be only a temporary conditien Lo -
cause of the rapid changes that are taking place throughout all facets of
our society.

The need for ongoing descriptive research has never been more critical
than it is at this time. Anyone who has been involved with public
education for the past decade s well aware that the youth of today are
quite different from those in school during the 1950's, But when we
begin to discuss '"how" they are different, we rely on imperfect mem-
ories and describe in vague generalit.zs. Changes in art programs
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and the development and inclusion of ncw art materials and new art
forms is on record. Knowledge of changes in students and their effects
on behavior in art remain speculative since w3 have little document-
ation in this respect to make comparisons.

No research of any Kind will provide the answers to the "ought'' ques-
tions that we face every day. What curriculum changes ""ought" we to
be making to keep up with times ? What knowledge "ought" students to
be learning in order to cope with the problamns of the future? What
criteria "oupght' we to use to evaluate studeats? The answers do not
lic in the findings of research studies, but a backlog of descriptive
materials about students and student behavior in art can be analyzed
for changes and developmental trends that can help provide a basis for
making more intelligent decisions concerning these kinds of questions,
Without more reliable informeation we are left to rely on the fads and
fashions of educational innovation.

Art educators trained in rescarch methods are relatively few, and
their combined number can not provide the descriptive data that is
needed, We can only hope that more interest and active involver-rnt in
gathering descriptive matcrial will come from teachers and supe -
visors working in the schools and colleges,
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APPENDIX A

Selected References Recommended
for those Interested in Descriptive Research

Journals
American Journal of Art Therapy. (Formerly, The Bulletin of Art

Therapy). (4 times a year). 6010 Broad Branch Rd,, N.W., Washing-
ton, D.C. 20015 (Subscription $5.00 a yecar).

Journal of Aesthetic Education. (4 times a year). University of Illinois
Press, 1002 W, Green St., Urbana, Illlinois 61801. ($7.50 a year).

Journal of Aesthetics and Art Criticism. Published quarterly by the
American Society far Aesthetics at Wayne State University: College of
Iaberal Arts and University Press, and The Cleveland Museum of Art,
Mt. Royal and Guilford Avenues, Baltimore, Maryland 21202,

Journal of Creative Eg]}avior. {4 times a year). Creative Education
Foundation, State University College at Buffalo, 1300 Elmwood Ave,,
Buffalo, N. Y. 14¢22. ($8.00 a year).

Review of Educational Research. (Now published 5 times a year).
American Research Education, 1126 16th St. , N.W,, Washington, D,C.
20036, This journal cyclically (3 year cycles) reviews fields and re-
search topics, Las!l reference on Art Education: Vol. XXXVII, Mo, 2,
1967.

Studics in Art Education., A journal of issues and Research in Art
Education. (3 times a year - Fall, Winter & Spring). 1201 16th St,,
N.W., Washington, D,C. 20036. ($5.00 a year, or as part of the
comprehensive mermbership, along with one gift new publication, a
$20.00 membership).

Books and Reviews

A Seminar in Art Education for Research and Curriculum Development.

E. L. Mauil, ed. C, R, P, No V-002. University Fark: The Pennsyl-
vania State Universivy; 1966,
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Arts and Humaraties Educational Research Projects, U, S, Deparc-
ment of Health, Education, and Welfare, Office of Education, Bureau
of Research, Arts and Humanities Program, Washington, D,C,, 20202;
July 15, 1969,

Bloom, et.al. Taxonomy of Educational Objectives. Handbook It Cog-
nitive Domain (1956), Handbook 1I: Affective Domain (1964).
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1969.

Dissertationvébstracts. Ann Arbor, Michigan: University Microfilms,
(Title varies: 1938-1951, Microfilm Abstracts; 1952 to present, Dis-
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Encyciopedia of Ed. Res, Robert L. Ebel, ed. New York: MacMillan;
1969. Also see: Encyclopedia of Ed, Res. Chester W, Harris, ed.;
1960,

Gage, N. L, Handbook of Research on Teaching, Chicago: Rand
McNally; 1963, (Now being revised.)
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FIlL; 1967,
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Scuthern California; 1962, (updated with later . . pplements).
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APPENDIX B
PRECONFERENCE PKOGRAM:

Rescarcl. Training Institutes for
Descriptive Research

DAY ONE

8:00 - 9:00 AM Registration

9:00 AM FIRST SESSION - LARGE GROUP
Welcome
Introduction of Staff
Program Orientation
Pre-Test

10:30 - 12 Noon SECOXND 3ESSION - LARGE GrOUP
Lecture and Discussion (parts of 1 & 11)
Drawing problem for participants

12 Noon - 1:30 PM Tunch

1:30 - 3:00 PM THIRD SESSION -~ SMALL GROUPS
Using Drawings: ldentify criteria, define
critera, develop simple scales of vari-
ables.

3:00 - 5:50 PM FOURTH SESSION - LARGE GROUPS

Lecture and discussion {parts 1 & 11)
Small Group reports on work

Questions

Evaluator's comments on events of Day One

This is a resume of the programs with brief d2scriptions of the con-
tents >f each session. The information in the parentheses refers to
the parts of this publication that were uscd in the lectures,
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DAY TWO

O

9:00 - 9:45 AM

9:45 - 11:00 AM

11:00 -~ 12:30

12:30 - 2:00 PM

2:00 - 4:00 PM

4:00 - 5:30 PM

DAY THREE

9:00 - 10:30 AM

10:00 - 12 Noon

12:00 - 1:30 PM

1:30 - 3:00 PM

3:00 - 5:00 PM

ERIC

Aruitoxt provided by Eic:

FIFTH SESSION - LARGE GROUP
Lecture and Discussion (part of IV)

SIXTH SESSION - SMALL GROUPS
Work on problem selection and refining it

SEVENTH SESSION ~ LARGE GROUP
Lecture and. Discussion (Remainder of IV
and part V)

Lunch

EIGHTH SESSION - SMALL GROUPS
Continue refining researchable problem
and begin development of measucrsing
instruments where appropriate,

NINTH SESSION - LARGE GROUP
Lecture and Discuscion (remainder of V)
Discussion of problemns encountered in
small groups
Questions
Evaluato ''s comments on Day Two

TENTH SESSION - LARGE GROUP
Lecture and Discussion (111)

ELEVENTH SESSION - LARGE GROUP
Questions and discussion of problems

Lunch

TWELFTH “ESS5ION - SMALL GROUPS
Final work session, Preparing final form
of research problem, design, and mecasur-
ing instruments,

TH'RTEENTH SESSION - LARGE GROUP
Post-Test
Reports on work irom small groups
Final questions and discussion
Evaluator's comments
Farewell
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APPENCIX C

EVALUATION REPORT
Preparcd by William Rabinowitz
1970 NAEA
Preconference Educational Research Training Program

In Art Education

1. Evaluation Planning

The 1970 NAEA Preconference Educztional Rescarch Training Program
consisted of our sessions as follows:

March 7-9, 1970/ .Sheraton Hotel/ Philadelphia, Pennsylvania
{NAEA Eastern Regional Conference)

March 19-21, 1970/ Sheraton-Schroeder Hotel/ Milwaukec,
Wisconsin (NAEA Weste:n Regional Conference)

April 12-14, 1970/ John Marshall Hotel/ Richmeond, Virginia
{NAEA Southeastern Regional Conference}

April 23-25, 1970/ Hilton Hotel/ Portland, Oregon
(NAEA Pacific Regional Conference)

Each of these sessions preceded the regularly scheduled regional meet-
ing of the NAEA,

A decision concerning the U, S, Oifice of Education's willingness to
sponsor the program was cominunicated shortly before the Philadelphia
session was scheduled to begin, There was therefore little time

available in which to plan a systematic and thorough evaluation. Never-
theless, it was possible for members of the planning commmittee

(Drs., G, Kensler, DD, B, Har:is, E. Mattil, S. Madeja, and J. Mahlmann)
to meet on February 27, 1970, and to plan dctails of the program includ-
ing aspects of the evaluation,

It was agreed that the formal eval:ation would consist of a multiple choice
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objective test {to measure student comprehension of basic principles of
descriptive research) and a questionnaire (to measure student reactions
to various facets of the organization, presentation, and content of the
program}. Preparation of these instruments was to be the responsibil-
ity of the Program Evaluator, Dr. W. Rabinowitz.

In preparing the objective test, the Evaluator worked closely with the
Research Specialist, Dr. I». B. Harris. Since Dr. Harris had prinary
responsibility for conducting the large-group lecture sessions during
the program, it was important that the test cover the same material he
planned to present. Although the "f{it" between Dr. Ilarris' Instruction
and the objective tust was reasonably close, it was not possible in the
limited time available to construct a test that perfectly reflected the
concepts presented in the program,

In preparing the questionnaire, the Evaluator worked closely with the
Project Director, Dr. G. Kensler, and Dr. J. Mahlmann of NAEA.
Since Drs. Keusler and Mahlmann wese primarily responsible tor the
planning and administration of the program, it was important that the
questionnaire cover aspects of the program in which they were especially
interested.

Copies of the objective test und questionnaire used as evatuation instru-
menés are appended to this report,

11, Evaluation Activitics

Each preconference pregrain consisted of three days of instruction and
discussion. During the first meeting of the participants, immecdiately
following somec brief words of welcome and intrcduction, the objective
test was administered. All copies of tiie test and answer sheets were
collected and scored at this time. The ohjective test was administered
once again daring the afternoon of the final day of the conference. An-
swer sheets were collected, but participants, at this time, were per-
mitted to retain copies of the tests and were given an answer key. The
questionnaires were also administered during the afternoon of the final
day of the conference.

In addition to administering the test and gquestionnaire, the Evaluator
functioned as an observer of the lecture and small-group sessions.
During "breaks' the Evaluator discusscd aspects of the program with
sta{f and pariicipants. At the end of each day, during a bricf scssion,
the Evaluator reported informally to staff and participants on a varicty
of matters of concern. These fredback scssions includad, for examyple,
di: cussions of the test results, arvcas of special coacern among partici-
pants, similarities and differerces in the activities of small groups,
etc.
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111, Ewvaluation Results

The evaluation results will be discussed scparately for the objective
test and the questionunaire.

Objective Test

The objective test was adiministered as both a pretest and post test,
making it possible to assess directly the gain of each participant. The
results at the four preconference scssions did not differ significantly
from one another, and they have therefore heen combined. Bascd on a

" total of 89 participants, for whom both pre- and pest test data were
available, the following results were obtained: ‘

Mean _Standard Deviation
Pretest 22.9 4,2
Post Test 27,3 3,6

Thz miean gain of +4. 4 points is significant at the .01 level (t = 10,82,
d.f. = 88).

Although the gain was statistically significant, it was clearly not very
impressive. Almost all of the students showed ¢ me gain in score (a
few gainced more than 10 points), but many complained that the post
test did not adequately reflect what they had learned during the precon-
ference sessions. In some instances, this was atiributed to the imper-
fect correspondence between the test and the content of the instruction;
in other instances, it was attributed to difficulties with the multipie-
choice format. It seems highly likely that, although the test provided
evidence of significant, relevant learning, it did not reveal the {ull
extent to which this learning vccurred during the programn,

Questionnaire

Completed questionnaircs were available from 87 participante, As in
the case of the objective test, the results al the tour preconference
sessions dis not differ significantly from one another, «nd tiey have
therefore been combined, The responses of the participants are swm-
marized below for the e ght questionnaire itenis in which a direct
tabulation of response is possible,

I.  How would you ¢ aluate the organization of the program?
Percent
Exccellent orgenization in clear and meaningful
sequence
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54 Generally well-organized

11 Adeguatelv organized. >ut could have been better
0 Inadcquately organized, too much confusion

0 Very disorganized, no apparent structure

2, How realistic and attainable wer: the objectives of the pro-
gram?
Percent
17 Very rcalistic and easily attainable
I‘T Most of the objectives were clearly attainable
22 Many of the objectives were attainable, but some
were not
Most of thie objectives were not attainable
The objectives of the program were clearly unreal-
istic
10 No response
3, To what extent did the program meet your prior expectations?
Percent

21 The program cxceeded my expectalions
I My expoctations were generally well-met
13 The program was O, K,, but not all my cxpectations
were met
10 Texpected more from the program than I obtained
¢ The program corapletely failed to meet my expect-
7T ations
3 No response

4, To what extent did the pruogram deal with questions and
problems that sre applicable to your needs?
Percent

54 The program wa

2

excoptionally well -related to my
needs
34 The program wis generally well-related to my needs

24 The program was adeguate in terms of my needs
___7“: The program was only slightly related to my neceds
—_—6 - The program wus . ompletely unrelated to my needs
i }___ N resporsee

5. Was tue lengifc of the program sppropriate ?
Percent
5 Considering what was covered, the program wias too
long
63 The length of the program was just right
30  Considering what was covered, the progrrm was too
short

No response

Al
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6. Was the difficulty level of the program appropriate?

Percent
6 Considering my hackground, the program was too
difficult
74 The difficulty level of the program was just right
K Considering by background, the program was too
casy
4 No response

7. In general, how would you evaluate the quality of the instruc-
tion?
Percent
55  Outstanding
37 Good
—T Satisfactory
1 Inadequate
Poor
No Response

ek

8. Would you recommend that the NAEA continue to sponsor
research programs in the futurce?

Percent
99 Tes
1 No

The questionnaive responses clearly indicate that, in general, the
participants were quite positive about their expericnce in the progranm,
More than 90 percent of the participants, for example, cousidered .he
quality of the instruction ""excellent’’ or '"good', and almost 70 p2rcent
felt that the program was well-related to their nceds., The progran
was generally considered well-organized and appropr.ite in length and
difficulty level, Almost two-thirds of the participants described the
objectives of the program as ciearly or easily attainable, and almost
three=fourths felt that their expectations were well-met or excecded by
the program. Ninety-nine percent recommended that the NAEA con-
tinue to sponsor such programns in the future,

The questicnnaire encouraged vespondents (o nyike aay relevant com-
ments concerning the program when they felt so inclined, An examin-
ation of these comments is instructive, Yor example, a number of
coustructive criticisms were offered. Several participants felt the
need for a stronger arientation concerning the objectives and overali
nirpose of the program. Some sugjeste.. that the objectives should
have been ''speclied out during the first session of the program: others
felt that a more detailed and explicit description of the program should
ha-re been distributed in advance. The small group sessivits were, in
general, not evaluated as highly as the large group lectures, There
was a feeling, expressed by some Harsticipants, that the purpose of the
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smzll group sessions was unclear, Others were disturbed by what
they considered a lack of relationship between the lectures aid the
small group activities, As one participant ~ut it, “We should have had
maore structure and direction fron. the leaders in the srnall groups, 1t
was hard to reiate what we were doing to the concepts discussed in the
lectares,"

Although most of the cecmments were implicitly or explicitly critical,
they did not significantly modify the general picture of satisfaction with
the program. Most of the participants would probably have agreed with
one who said, '"My expectaticne were vague when I came, and I didn't
really krow what to expect. I've not been disappointed, however, This
has been much better than previous seminars,”
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APPENDIX D

FORMAL EVALUATION TEST WITH KEY
1976 NAEA

Preconference Educational Rescarch Training Program
In Art Education

Directions: Recurd your canswer on the separate answer sheet. Do not
Y !
quess wildly,

1.  The first step in any research study is

a, selectling the statistical procedures that will be used,
b, choosing a good design.

c. selecting the percouns who will be studied,

d. speeifying the question(s) to be answered.

2. Inoruor for a question or problem te provide a useful basis for re-
search, it inust be

a. free {from any implied value judgments,

b. stated in quantitative, rather than gualitative, form,
¢, answerable through some empirical procedure,

d. based on an explicit educational theory,

3. Which of the following is most likelr te sult from formulating the
objectives of instruction in behaviora? ‘ms ?

a. Students will learn in a more ictent rminner,

b. Measures of student achieve. .cnt based on instructional
objectives will be developed,

¢, Subjective facturs in the evaluation of the student will be
climinated,

d. The student's behavior will be the basis {or establishing the
goals of instruction,
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4, Characteristics of persons or things which can assume different
values are called

a, distributions,
b, observations,
c. data,

d., variables.

5. An operational definition of a variable is one expressed in terms of

a. mathematical symbols.

b, action-related postulates,

¢. antecedent-consequent rclationships,
d, observable events.

6, Which of the following represents the crudest level of measurement?

a, Joe crn draw,

b, Joe can draw very wels.

c. Joe can draw better than Bill, but not as well as Mary,
d. Joe can draw better than he can paint,

7.  No matter how a rescarch study is conducted, the data ultimately
consist of

., statistical indicatoris.
b, reliable measurements,
¢, human observations.

d, unwarranted irterenc s,

8. A product scale would be most appropriite to vvaluate perforrmance

in
a, drawing.
b, arithmetic,
c. spelling,
d. re=ading.
3. Rescarcn studies which attenipt to determine the relative inciden e,

distribution, and inter-rclations among v rious sociological urd
cducational variables in populatioas by selecting and studying
samples are called,

. surveys,
field experiments.
normative studies,

oon oW

. cross--scctional investigations.
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10, Observatioas planned in advance arc preferable to ratings basad
on past experiences with a person hecause planned okscrvations
will

a. cover a wider range of types of behavior,

b. inclide a longer tiine period,

c, Dbe more economical to obtain,

d. be more objective and closer to actual behavior,

11, Onc timportant virlue of direct observation is thit the method

a. is economical and efficient,

b. digs into the inner motives of the individual.

c., can be applied in natural real-life situations,

d. yields a record of behavior that is directly meaningful,

12. Direct observation would be most useful as a rescarch method if
one were trying to answer the question,

a. How arc programs in art staffed in relatively more and lzss
affluc it schools?

b. Is art:stic ability related to creativity?

c. Can an intensive program in art help children to read ancd
write better?

d. Are tftere any differences between lower- and middle-class
children in their use of artistic media ?

13, Direct observation would be most likely to be used in a study of

a. attitudes of parants toward the school,

b. teachers' classroom behavior,

¢. childr-n's concepts of life and dcath,

d. learning and forgetting under varied conditions of practice,

14, With what =or*s of individuals has the miethod of direct observation
proven particularly useful?

a. Thosc 'who are culturally disadvantaged,
L, Young children,

c¢. Individials from a different culture,

. Sophist.cated adults,

15, Which of the following is most characteristic of skilled as opposec
to unskilled observers in research?

a. Making jeneralized descriptions or evaiuations rather than
noting soecific incidents.,
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lé.

17,

18.

19,

20,
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Interpreting behavior on the basis of limited data rather
than waiting for confirmation by substequent incidents,
Recording the child's behavior rather than the personal
reaction of the observer,

Recording printarily dramatic, unusual, or negative inci-
dents.

Sampling of bechavior by observaiional metheds can be considered
as consisting of two aspects,

C.
\'1.

""Halo

person sampling and event sampling,
person sampling and time sampling.
event sampling and time sampling,
criterion sempling and person sampling.

the rcliability coefficient of a tzst one can judge

how consistently the pupil will maintain his position in the
group if an equivalent test is given,

how many points the pupil is likely to change if an equival-
ent test is given,

whether the test is ineasuring what it is supposed to measure,
whethcr the test is related to sther significant factors in the
individual,

effect refers to the

influence of one rater upon another,

teadency to rate a person higher when you know him better,
spread of general impression of 2 person to the rating of
many special characteristics.

tendency to make ratings too high,

Generositly « ‘cor is illustrated by the fact that

a.
Lre
<.

d,

few people are ever rated below average,

highor ratings are given to close acquaintances.

« person who is rated high on one trait is usually 1ated high
on other traits also,

one leans over backwards not te be too hard in rating people
one doesn't like,

Annual achievement tests which are parts ¢f the school testing pro-

gram, illness records, daily assignments and other routine char-
acteristics and activities of the school are considered to be

A

objective measures,
(
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b, ronreactive mecasures.
c. reliable measure.
d. standardized measures.

21. As part of a rescarch study a group of 50 teachers were to be
rated on the clarity with which they presented concepts of their
pupils. Each teacher was to be rated by an observer after a visit
of an Lour. To make the ratings more reliable, it would probably
be most important to

a. extena the visit to two hours,

b. make several different ratings.
c. visit each teacher several times.
d. increase the number of teachers

22. Waen subjects perform well merely because they are being observed
{and not necessarily because of any effect of treatment), this is con-
sidered to be an example of the

a. Hawthorne cffect
b. novelty effect.
halo effect.

d. observer effect.

[¢)

Z23. In a research study an observer may sclect categories of events to
be abserved on the basis of

a. theoretical grounds.

b. practical considerations.
C empirical cvidence.

d. All ol the akove.

24. For educational purposes, classification schemes are

a. of littlc use, because they allow for neither prediction nor
control of behavior.
b. of limited use, if they are arranged on 2 meaningful

hicrarchical nasis,

<. potentially very useful, depending on the quuility and preci-
sion with which categorics are defined.

d.  extremcly uscful, given the inidequate development of
educational measurement.

25. A questionnaire and an interview arc alike in that

a. the situation is standardized and uniform for eacn respon-
dent.
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27.

28,

29.

30.

b. the basic information is supplied by the subject in response
to questions,

c. the result is a score or scores arrived at in the same way
for each person,

d. the two techniques yield objective information.

Scparating a group of possible subjects into categories {e, g., males
and fernales) before selecting subjects (by use of a table of random
numbers) to receive a particular treatment is known as drawing a

. stratified random population.
simple random sample,
unbiased random sample,

[oPN o TN o BV}

. stratified random sample.

It is important to follow up those persons in a survey-sampie who
have failed to return questionnaires mailed to them? (Assume that
the direct-mail method is appropriate, )

a. No, because a certain loss must be expected.

b, No, because svch delayed returns would be of doubtful value,

¢. Yes, because the sample at hand may be biased,

d. Yes, because the size of sample should be as large as pos-
sible.

Which of the following is usually the most serious limitation in the
use of the mailed questicnnaire in descriptive research?

. Defining a population,

Selecting a sample,

. Obtaining representative responses,
d. Analyzing the data,

.0 oW

As compared with laboratory experiments, studies in school set-
tings generally have

a. less control oser relevant varialles,
e nore control ove r relevant variables,
c. about cqual control over relevant variables,

d. itis fin, ussible to make a comparison in this regard,
A procedure in which the researcher obscrves the child and re-
cords his responses is preferably to one in which the child marks

an answer sheet in that it

a, is more objective and accurate,
b, is more »conomical of time and moncy,
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¢. permits observation of the process of reaching the answer,
d. corresponds more closely to actual school conditions,

31, In the case of some traits or achievements, we arc limited to
rather rough subjective evaluations., Wce should

a2, avoid the evaluation of such traits, because our techniques
are subjective,

b. center our attention on the traite which we can meacure
objectively.

c. be content with the subjective procedures, since they are
all we have,

d, use the subjective procedures with caution, while trying to
develop improved techniques,

32. One of the serious limitations cof the information that is often
obtained from systcmatic behavior observations is that

a, it usually depends too much on interpretation of what the
person is doing.

the specific behaviors may be so isolated and external that
it is hard to know what they signify,

. it 1s limited to unreal and artifi~ial situations.

it is dependent upon the cooperation of the subjects,

c

[=FiNe]

33, lf we are trying to usc ratings to provide an evaluation of the effec-
tiveness of teachers, we may replace 3 or - broad trait numes by a
list of 30 or 40 specific behaviors, This inay have various results,
such as

l, greater nniformity of meaning from one rater to an-
other,
11, less relationship of the ratings to actaal obscervaiions
of the ratces' behavior,
111, wmore difficulty in using the ratings to ramedy indi-
vidual strengths and wealbnesses,

Which of the above arc likely to occur?

a. 1 only

b, 1 and 11l only
¢. land 11l only
d. Il and 111 only
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34.

35,

35,

37.

39,

A pupil's int

P B ..
probably

Which of the following is equivalent to increasing the length of a
test?

a. increasing the number of pupils tested.

b. increasing the time allowed for giving the test.
c. increasing the number of raters rating pupils.
d. 1increasing the range of grades tested,

rest in entering an experimental art program could

r
A .
adequately by a

oo

1

-~ I s
oC r [

cte
a. self-report invento-y,
b. situational test,

¢. projective method,

d, teacher's rating.

Interviews and quesvionnaires as data collection methods

a, are more effective than observational techniques,

b reveal only information the subject is willing to report,
c, cannot be considered to have validity,

d. provide ne information about past behavior,

A rescarch program is being set up to develop tests to use in the
sclection of students for a new art program, It is probable that
the greatest difficulty would arise in

a, sclecting promising tests to try out,

b, getting the cooperation of a group of students,

c. working out statistical procedures for deierminng test
validities,

d. obtaining satisfactory mcasures of success in the program,

Wh:n a researcner states that a resu.t is significant, he means

a. the effect is a practically important one,

L, the scores are aighly correlated,

¢, the resuly is waliliely to be a chuance ceenrrence,
d.othe sample values are ditferent from one arothier,

The statistical metheds to be used in a study should be considered

a. before the hypothescs have been formulated,
b. as the study is being designed,

c. after the data have been coilected,

d. after the data have been tabulated.
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40. When a researcher prepares a well-designed set of charts showing
the results of a study, the educational significance of the results
should be

a. immediately apparent from the charts,
supplied in accompanying captions or text,

c. left to the reader to work out for himself,
d. a matter for each individual's own education philosophy.
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1970 NAEA

Preconference Educational Research Training Program
In Art Education

N

Key
1. 4 21, ¢
2, ¢ 22, a
3. b 23, 4
4, d 24, ¢
5, d 25. b
6. a 26, d
7. ¢ 27. ¢
8. & 28, ¢
9, o 29, a
1¢C d 30, ¢
11, ¢ 31, d
12, a 32, b
13, b 33, a
14, b 34, ¢
15, ¢ 35, a
16, ¢ 36, b
17, a 37, d
18, ¢ 38, ¢
19, a 39, b
20, b 40 b
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APPENDIX E

PARTICIPANTS EVALUATION FORM
1270 NAEA

Preconference Educational Research Training Program
In Art Fducation

Fleasc compiete this form and return it to the Evaluvator, William
Rabinowitz, at the end of the program,

1, How would you evaluate 1the crganization of the program?
Excecllent organization in clear and meaningful sequence
Generally well-organized
Adeqguately organized, but could have been beiter
Inadequately organized, too much confusion

Very disorganized, no apparent structure

Comments:

2. How realistic and attainable wern the objectives of the prograin?
Very realistic and easily attainable
Most of the objectives were clearly attainable
Many of the objectives were attainable, but some were not
_______ Most of the objectives were not attainable

The objectives of the program were clearly unrealis‘ic
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Comments:
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3. To what extent did the program ineet your prior expectations?
The program exczeded my expectations
My expectations were generally well-met

The program was O, K., but not all my expectations were
met

I expected more from the program than I obtained
The progra2n: completely failed to meet my expectations

Comments:

e e e = e e <t e et e o e e e e e
4, To what ¢x.o.:t did the program deal with questions and problemns

that «ve ~pplicable to your needs?

___ The program was exceptionally well-related to my nceds

___Lhe program was gencrally well-related to my needs

The program was adequate in terms of my needs

____ Vihe program was only slightly related to my needs

. The program was completely nnrelated to my needs
Comment e . o
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5. Was the length of the program approrpriate?
- _ Considering what was covered, the program was too long
The length of the program weas just right
__ Considering what was covered, lhe program was tco short

Comments:

e e e ————— a0

6., Was the difficulty level of the program appropriate ?

Considering my background, the program was too difficult

The difficulty level of the program was just right

Considering iny background, the program was too casy

Comments:

7. In general, how would you evaluate the quality of the instruction?
______ Outstanding
Good

Satisfactory

Inadequate

Comments:

- e e m e et e = e e om emm e e e e -
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8. Please indicate in the space below one or two ways in which you
plan to use ideas or skills acquired during the program.

- ——— — -
—_ g0 U A —_— »

9. Would you recommend that the NAEA continue to sponsor rescarch
programs in the future?

Yes No
10, Please indicate in the space below your supgestions for topics or
problem arcas for future preograms, You may also indicate any
other general suggestions for conducting future prog rams,

e o —— _ e e e -
c———— — — e e — -~
DU N

Signaturce: (Note: This s optional,)
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